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For nearly half a century, Black South Africans suffered from the kind of education modelled 
towards social reproduction. In many instances then, school curricula and syllabi were used 
as mechanisms for restricting African students from access to quality and critical pedagogy 
that would prepare them as critical citizens in their society.   
 
Black students were deprived of the opportunity to acquire sound knowledge and skills 
necessary for questioning and probing critically the socio-political realities that shaped their 
immediate environment. Literary curricula were used as a carrier of dominant cultures, and the 
teacher of English literature was seen as an educated fellow who was to assume the role of 
protecting and promoting cultures, ideological beliefs and practices of the ruling elite. 
Consistent with this background, this study sought to investigate whether the teaching of 
literature to teacher-trainees at the two selected universities (here referred to as the University 
in Limpopo (UL) and the University in Gauteng (UG)) could prepare students with pedagogic 
practices to empower learners with knowledge and skills to contribute to the process of social 
transformation in South Africa. 
 
To achieve the above, the study is informed by postcolonial theory. The theory was chosen for 
its ability to expose and challenge various forms of human injustices such as gender-based 
and xenophobic violence, children abuse, and other discriminatory attitudes and practices 
prevalent in South Africa today. The theory also presented an opportunity to articulate new 
questions and concerns within the ambit of literary curricula as well as the accompanying 
iv 
 
teaching practices. The study also discussed literary theories such as neo-colonialism, 
decoloniality, Marxism and poststructuralism in order to offer an alternative theoretical lens to 
literary criticism in relation to the teaching of literature to teacher-trainees. The study was 
placed within the confines of a mixed-methods research approach but dominantly used a 
qualitative research case study design. The study relied mostly on qualitative data collected 
through questionnaires, interviews and document analysis. A few statistics were also extracted 
from the questionnaires to indicate the teachers’ interpretation of literature and their knowledge 
pertaining to this realm.  
 
The findings of this study revealed that the pedagogic practices used in the teaching of 
literature to teacher-trainees in the English Education Disciplines at the two selected 
universities equips teacher-trainees with more skills for language usage than an in-depth 
understanding of the pedagogic practices necessary to teach literature critically. The teachers’ 
knowledge was surprisingly adequate, and their quantitative scores testify to this. 
 
The study concludes by making a series of recommendations such as the need to investigate 
whether these teacher-trainees are able to apply the skills and knowledge they have acquired 
at university in their teaching of literary art to learners in schools; the need for further 
investigation into the type of literary curricula and syllabi for teacher-trainees in Higher 
Education Institutions (HEIs); and the need for a longitudinal study to investigate the 
effectiveness of the pedagogic practices in the teaching of literature to teacher-trainees starting 
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INTRODUCTION AND BACKGROUND 
_____________________________________________________________________ 
1.1 INTRODUCTION 
Driven by the need to highlight certain educational changes that took place in the context 
of schooling in general and literary curricula in particular as initiatives aimed at 
contributing to the process of social transformation in post-Apartheid South Africa, 
Chapter 1 offers the background and the context of this research project. The chapter 
further introduces the problem statement and the critical questions that guided the study. 
It, furthermore, introduces the main goals of the study as well as a section on concepts 
clarification. The chapter also gives the socio-historical and political backgrounds that 
informed the choices made regarding the contexts within which the process of data 
collection took place. The chapter concludes by providing a section on the overall design 
of this report. 
 
1.2 BACKGROUND OF THE STUDY 
 
In a historically racially polarised country where education was used as a system 
designed to suppress certain political and economic interests of sections of the 
population, it is important for educational institutions in post-Apartheid South Africa to 
become involved fully in processes aimed at transforming the South African society 
(Mabunda, 2009). Teacher-training institutions should be seen as ideal sites for the 
production of competent individuals armed with the necessary knowledge and skills to 
contribute to the process of social transform. Once qualified, teachers, on the one hand, 
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especially through the medium of literature, should be seem as agents equipped with the 
necessary pedagogic practices to facilitate the process of socio-political changes 
governed by the principles of South Africa’s new democratic ideation. Literary curricula, 
on the other hand, would serve as one of the educational tools needed for exposing and, 
in the process, redressing the injustices of the past.  
 
In its attempts to reveal its commitment to addressing the injustices of the past in the 
context of schooling and literary curricula in particular, the Department of Basic Education 
(DoBE, 2011: 4) states as one of its underlying objects in its Curriculum and Assessment 
Policy Statement (CAPS) the need to equip learners with the knowledge, skills and values 
such as justice, equality, dignity, freedom (of expression, movement, association, sexual 
orientation and religion as enshrined in the South African Constitution), all of which are 
necessary for meaningful participation in society. This objective, and a few others deemed 
irrelevant to this study, is informed by the DoBE’s longstanding principles1 of: 
 Social transformation that seeks to ensure that the educational imbalances of the past are 
redressed, and that equal educational opportunities are provided for all sections of the 
population; 
 Active and critical learning aimed at encouraging an active and critical approach to 
learning, rather than rote and uncritical learning of given truths; 
 High knowledge and skills that point to the minimum standards of knowledge and skills to 
be achieved at each grade; 
 Human rights, inclusivity, environmental and social justice, all of which are geared towards 
infusing the principles and practices of social and environmental justice and human rights 
as defined in the Constitution of the Republic of South Africa;  
 Sensitivity to issues of diversity such as poverty, inequality, race, gender, language, age, 
disability and other factors; and 
                                                 




 Valuing indigenous knowledge systems, [thereby] acknowledge[ing] the rich history and 
heritage of this country as important contributors to nurturing the values contained in the 
Constitution. 
While this study acknowledges the importance of each of the principles as listed in the 
DoBE’s CAPS of 2011, its main emphasis is placed only on the principles as presented 
above. In relation to these, there is a need to explore how the pedagogic practices in the 
teaching of literature could contribute to the process of social transformation. This is so 
because the DoBE (2011:12) believes that: 
The main reason for reading literature in the classroom is to develop in learners a 
sensitivity to a special use of language that is more refined, literary, figurative, symbolic, 
and deeply meaningful than much of what else they may read. … [T]he whole purpose of 
teaching literary texts is to show learners how … language can be used with subtlety, 
intelligence, imagination, and flair. This means taking a close look at how text is being 
created, manipulated, and re-arranged to clarify and emphasise what is being expressed. 
Such work might involve examining the presence or absence of imagery; [the] kind of 
imagery [that] is being selected by the writer and why; sentence structures and 
paragraphing, or the layout of poems; choice of words, continuing motifs through the text; 
the use of symbol, sound, and colour where appropriate. Most of this work should be text-
based, but line-by-line analysis of any text is destructive to its subtlety. 
  
To this end, while the Ministry of Basic Education made central the teaching of literary art 
to leaners as the basis for redressing the educational imbalances of the past and, in the 
process, instilling critical thinking and reasoning skills to learners, it remains unclear in 
the above quotation as to how the processes of transformation and the inculcation of 
critical spirit to learners are to be achieved through the use of a literary text as a language 
resource. There is a need, therefore, to understand the role of literary art in the context 
of schooling in post-Apartheid South Africa if social transformation through the teaching 
of literature is to be realised. In the main, it is important to explore the pedagogic practices 
used in the teaching of literary art to learners so as to determine whether such practices 
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are capable of ensuring that learners are equipped with the necessary knowledge and 
skills for social transformation. It is, furthermore, important to observe how the Ministry of 
Basic Education has committed itself to ensuring that literary curricula that place their 
emphasis on the racial discriminatory practices rather than on the appreciation of social 
cohesion and instilling in learners a sense of critical reasoning is transformed for the 
benefit of all citizens. 
    
Viewed against the need to design pedagogic practices aimed at inculcating knowledge 
and skills, critical thinking and reasoning (DoBE, 2011), the Ministry of Education in post-
Apartheid South Africa calls for changes in the educational landscape as a possible 
means to ensuring that the necessary transformation takes place. As part of the 
transformation processes, the Ministry seeks to ensure that, “the educational imbalances 
of the past are redressed, and that equal educational opportunities are provided for all 
sections of the population” (DoBE, 2011:4). The Ministry, furthermore, highlights as its 
underlying principles that post-Apartheid South African learners need to be “equipped, 
irrespective of their socio-economic background, race, gender, physical ability or 
intellectual ability, with the knowledge, skills and values necessary for self-fulfilment, and 
meaningful participation in society as citizens of a free country” (DoBE, 2011:4).  
 
To achieve this, the Ministry suggests, the pedagogic practices in the teaching of artistic 
work should make learners, “acknowledge the rich history and heritage of this country as 
important contributors to nurturing the values contained in the Constitution” of the country 
in which they find themselves (DoBE, 2011:9). The results are that, the Ministry 
concludes, language and literary curricula should produce learners who possess 
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adequate scholastic aptitude to, “…demonstrate an understanding of the world as a set 
of related systems, and recognize that problem solving contexts do not exist in isolation” 
(DoBE, 2011: 9).  As if in response to this call by the education Ministry, a decade 
following the dawn of democracy in 1994 was characterised by educational reform 
ranging from policy amendment, institutional restructuring and name changes to 
programmes re-evaluation (Butler, 2006; DoBE, 2011).  Throughout this process, the 
English Education Disciplines in some historically black-only (HBUs) and white-only 
universities (HWUs) were no exceptions: literary curricula and the pedagogic practices 
deemed inappropriate in the new educational dispensation had to be replaced with the 
new ones (in line with the recommendations from the national Education Ministry) (Butler, 
2006).  
 
These changes included, amongst many, changing literary curricula and streamlining by 
university schools, faculties and departments elements that still reflected Apartheid and 
discriminatory practices in their existing programmes. This was done in order to conform 
to a projected new model for post-Apartheid South African education (Butler, 2006). For 
example, in her presentation at the ‘First Year Forum’, a conference organised in 1997 
by the Committee of Professors of English (COPE) at the University of Cape Town, 
McCabe (1999) of the then University of the North reveals as part of the transformative 
processes that the Department of English at her University has begun to move away from 
its past Anglocentric orientation and the exclusive focus on Western literary studies to a 
more inclusive literary curriculum through the introduction of African literary traditions. Her 
Department, she continues, appropriately changed its name from the Department of 
English to “Department of English Studies” to reflect the changes to the syllabus and 
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orientation” (McCabe, 1999: 248). However, it is important to acknowledge that there 
were Higher Education Institutions (HEIs) such as the Universities of the Witwatersrand, 
Cape Town and Natal who were strongly opposed to Apartheid policies, which included 
in their literary syllabi African literary texts long before the dawn of democracy in South 
Africa (Balfour, 1999; Mgqwashu, 2008). Post 1994, these HEIs continue to include in 
their literary curricula literary texts that facilitate and contribute to the process of social 
transformation in South Africa and the world in general. However, it is important to 
investigate the nature of pedagogic practices used in the teaching of literature to teacher-
trainees at HEIs.   
 
1.3 PROBLEM STATEMENT 
Teacher training at universities equips teacher-trainees with pedagogic practices 
necessary to teach literature critically at school. However, there exists a gap in the training 
of teacher-trainees at tertiary institutions that surfaces in the school environment when 
teachers lack the needed skills to approach the teaching of literature (Butler, 2006; 
Balfour, 1999). The inadequate training of teachers at tertiary institutions surface in poor 
academic performance in English at school level. This problem needs to be addressed to 
create a more favourable teaching and learning environment populated with teachers who 











1.4 CRITICAL QUESTIONS OF THE STUDY 
The research questions were as follows: 
 How do teacher-trainees reveal their mastery of the knowledge and 
understanding of the role played by literary art both in education and society 
as part of transformation? 
 What type of knowledge do teacher-trainees reveal in their understanding of 
the role played by literature in education and society? 
 How do teacher-trainees contextualise their knowledge of the role of literature 
in the teaching of critical literacy to learners in the classroom?  
 How does teacher-trainees’ knowledge in the teaching of literature assist 
learners to understand and bridge cultural differences? 
The Ministry of Education has shown its commitment to addressing the inequalities of the 
past practices, thereby designing a literary curriculum that would arguably produce 
learners who are able to “identify and solve problems and make decisions using critical 
and creative thinking” and “demonstrate an understanding of the world …” (DoBE, 
2011:9)”. However, it is important to point out that the Ministry of Education in its CAPS 
document appears to have reduced literature to a ‘simple language resource’. As stated 
in the DoBE’s CAPS (2011:12), for example, the teaching of literature must be able to, 
firstly, “develop in learners a sensitivity to a special use of language that is more refined, 
literary, figurative, symbolic, and deeply meaningful than much of what else they may 
read.” Secondly, the DoBE further states that the teaching of literature must “… show 
learners how … language can be used with subtlety, intelligence, imagination, and flair” 
(DoBE, 2011:12).  
 
Against the above, this study argues, the teaching of literature as a language resource, 
on the one hand, is not without problems, for it fails to inculcate knowledge and skills 
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necessary to help teachers and learners alike to understand the role of literature beyond 
language teaching and learning. The study also attests, on the other hand, that the 
teaching of literature merely as a political resource does not equip students with adequate 
understanding of the important values such as equality, dignity, freedom and many others 
as enshrined in the Constitution of South Africa as a democratic country.  
 
The use of literary art as a ‘language resource’, this study contends, tends to ignore the 
most important themes often highlighted in literary texts which would help learners 
understand the socio-political and historical complexities of the country within which they 
find themselves. Such themes could include, amongst others, patriarchal oppression, 
racism, xenophobia, sexism and exploitation, the removal of which are crucial in 
transforming the South African society. In other words, the study holds that the teaching 
of literature whose emphasis is on language teaching and learning tends to result in 
learners acquiring knowledge ‘about’ literature as opposed to knowledge ‘of’ literature. 
While the former is witnessed when the emphasis in the teaching of literary art is placed 
on the accumulation of facts about literary context, dates, authors, conventions and, more 
importantly, the language that is being used, the latter is observed when literary teaching 
emphasises the role played by literature as a tool that represents the society within which 
it is produced (Carter and Long, 1991).  
 
Writing about the teaching of literary art in the classroom setting, Balfour (1998:1) points 
out that, “…any programme of learning ought to cohere in terms of theory, pedagogy, and 
assessment method if it is going to be accountable to the community of teachers and 
learners for whom it is designed.” Balfour’s assertion calls for the kind of literary curricula 
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and pedagogic practices to be geared toward developing in learners a sense of critical 
spirit, thereby ensuring rationality, critical thinking and the ability to reason in various 
ways, and being able to appreciate the cultural relevance and the lived experiences of 
learners. In relation to this perspective, the researcher holds a belief that literary curricula 
should prepare all leaners from all classes in ways that will enable them to receive critical 
literacy in its fullest sense and in ways that will help them develop their individual 
capabilities (Balfour, 2003). The study, furthermore, contends that the teaching practices 
in the literature class should be able to develop the potential of each learner, to the extent 
that each learner is able to make judgments about literary texts and think critically. 
 
The researcher believes that such pedagogic practices enable both teachers and learners 
alike to challenge docile literary curricula that largely ignore cultural diversity and social 
cohesion, literary curricula that embody the values of a dominant culture, facilitated by a 
constant reduction of social cohesion (Freire, 1993; Mgwashu, 2008; Mabunda, 2009). 
To achieve the above, this study suggests that the text selected for teaching and learning 
should be able to lay historical evidence of its making, its time and geographical place. It 
should present the teacher and learners with opportunities to understand cultural diversity 
and what that means in the lives of South Africans (Balfour, 2000). Against this 
background, this study sees the role of literature in class as three-fold:  
 Firstly, literary art enables learners to interact significantly with literary 
texts in identifying various themes and ideologies as well as understanding 
the role such literature seeks to play in society;  
 Secondly, literature equips learners with skills and knowledge of 
understanding the notion of cultural diversity in contemporary South Africa 
and the world in general; and  
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 Lastly, literature must be taught for its own sake, for enjoyment and 
appreciation of the literary narrative, with its use as a resource for 
language learning and cultural knowledge as a by-product. 
 
It is the intention of this study, therefore, to ensure that the sexist, racist and other forms 
of discriminatory attitudes and practices often witnessed in society are highlighted in the 
teaching of literary art to learners if social transformation is to be realised and cultural 
diversity celebrated (see Cloete, 2008; Jansen, 2008, Hall, 2008; Seepe, 2008; Fourie, 
2008; Van Damme, 2015). This also assists in avoiding what Mones’s (2007) Lost in 
Translation refers to as the "the paradox of indirect knowledges," by which the author 
means the inter-generational transmission of spoken and unspoken ‘bitter’ knowledge 
from the people who were there (during Apartheid), to the children who were not. In other 
words, this study asserts that the teaching of literary art should hold the potential to 
challenge certain socio-historical ideologies and political practices that were perpetuated 
through various means and media including literary curricula in Apartheid schooling.   
 
Against the need to interrogate the role of literary curricula in a democratic South African 
schooling and challenging “the paradox of indirect knowledges” as highlighted above, this 
study argues that while there are other greater social environments such as the home 
that can facilitate the process of transformation, teacher-training institutions may be seen 
as ideal sites for fostering social integration and cultural diversity. The study insists that 
the post-Apartheid teacher of English literature needs to create and equip the learners’ 
cultural world and shape them with the knowledge that assists such learners to develop 




In this way, literature prepares a post-Apartheid South African child to reach an 
understanding of the complexities of politics and discriminatory attitudes which dominated 
South Africa in the past decades. In the context of this study, the researcher argues that 
the pedagogic practices used in the teaching of literature should be able to encourage 
learners to think about the experiences and feelings of other people outside and beyond 
their daily awareness. To achieve this, the researcher contends that the pedagogic 
practices in the teaching of literary texts should equip learners as readers with imaginative 
insight that allows for the contemplation of possible human experiences which the 
learners have not met outside their immediate environment. The researcher further posits 
that such a contemplation should also encourage learners to reflect on their own lived 
experiences.  
 
The study contends that the practices in the teaching of literature should serve as an 
important strategy of ensuring that teacher-trainees who are trained to teach literature are 
able to bring into the classroom knowledge and skills that would encourage learners to 
understand and respond to the socio-political changes that take place around them. One 
way to achieve this, is the need for teacher-trainees to possess an adequate 
understanding of how literature can become a teaching resource in instilling knowledge 












1.5 RESEARCH AIM, OBJECTIVES AND CONTEXT OF THE STUDY 
The research aim and objectives are shared next. 
 
1.5.1 Research Aim 
 
Viewed against the above background, this study seeks to investigate whether the 
teaching of literary art to teacher-trainees in two selected universities in Limpopo and 
Gauteng could be said to be preparing students with knowledge and pedagogic practices 
to empower learners with skills necessary to contribute to the process of social 
transformation in post-Apartheid South Africa. In other words, the researcher seeks to 
establish whether the teacher-trainees are equipped with the necessary pedagogic 
practices used in the teaching of literature to learners in an environment where literature 
is used as a language resource, but still expected, amongst other things, to equip 
learners, “irrespective of their socio-economic background, race, gender, physical ability 
or intellectual ability, with the knowledge, skills and values necessary for self-fulfilment, 
and meaningful participation in society as citizens of a free country” (DoBE, 2011:4). The 
above universities are selected for the purposes of data collection due to specific reasons 
presented in the next sections.  
 
1.5.2 Context of the Study 
 
The contexts within which this study is located are the two selected universities: one in 
Gauteng and the other in the Limpopo province. The above universities are selected for 
the purposes of data collection, first, due to their socio-political and historical backgrounds 
that saw their respective establishment and, secondly, because it is convenient as the 
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researcher resides in the Limpopo province and is familiar with the participating university 
in Gauteng. Detailed discussions regarding the socio-political ideologies that informed 
their respective establishment are presented in Chapter 2.  
 
1.5.3 Objectives of the Study   
Consistent with the need to establish pedagogic practices that would enhance adequate 
development of the critical literacy necessary to contribute to the process of social 
transformation in post-Apartheid South Africa, this study intends, as its primary objectives, 
to: 
 explore the need for critical opinions that respond to the need for critical 
pedagogic practices in the teaching of literary art as part of 
transformation;  
 determine what type of knowledge teacher-trainees reveal in their 
understanding of the role played by literature in education and society; 
 establish how teacher-trainees contextualise their knowledge of the role 
of literature in the teaching of critical literacy to learners in the 
classroom; and 
 investigate how teacher-trainees’ knowledge in the teaching of 
literature assist learners to understand and bridge cultural differences. 
 
1.6 CONCEPT CLARIFICATION 
Literary art, in the context of this study, refers to the creative artefacts which include 
novels, poetry, drama, fiction and nonfiction, plays and any other creative work with 
artistic merit (Cater and Long, 1999); 
Pedagogic practices refer to teaching practices or methods that facilitate the provision 
of access to knowledge, skills, activities and opportunities to students to advance their 
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abilities, and thus assist them in learning how to learn and provide a strong foundation for 
their further educational development (Leder, 2019);  
Critical pedagogy, according to Ferreira (2005), refers to a teaching practice aimed at 
inspiring students to question and challenge power structures, dominant beliefs and 
practices of inequality and domination and other related processes of schooling;  
Critical thinking, according to Leder (2019), is the ability and skill to consider, analyse 
and evaluate in a thoughtful way an issue or problem in order to make a reasonable 
judgment, thereby persistently examining any form of existing beliefs and/or knowledge 
in accordance with the available evidence that supports such a judgment. 
Critical thinking skills/Abilities, in this study, refer to a constellation of acquired abilities 
that include, amongst many, an adequate aptitude to recognize problems, to find possible 
solutions to those problems, to realise the existence of logical relationships between 
factors that led to the problem, and being able to draw logical conclusions and to create 
accurate judgments about specific issues in everyday life (Leder, 2019). 
 
1.7 THE OVERALL DESIGN OF THE STUDY 
The structural design of this research project takes the form of six chapters. The report is 
organised into chapters the format and outline of which are interrelated in order to create 
a coherent, meaningful report.  
 
1.7.1 Chapter 1 
This chapter provides the general background as well as the purpose for the study. The 
chapter also provides the problem statement and the critical questions that guide this 
research project. By outlining the general background that leads to the problem statement 
and critical questions of this investigation, the chapter makes one understand the socio-
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political and educational background that informs this project. This chapter also presents 
the objectives and concept clarifications of the study. 
1.7.2 Chapter 2 
 
While Chapter 1 provides the general background, rationale and scope of the study, 
chapter 2 offers a review of literature relevant to this research project. The review of 
literature focuses on the historical development and functions of a university, thereby 
looking at the role and functions of universities in Britain. The discussion then proceeds 
to the reason for university education in Africa. This discussion also forms the basis for a 
detailed exploration on the socio-political, economic and educational ideologies that 
informed the establishment of universities in South Africa. This exploration is especially 
important as it offers the ideological basis that led to the establishment of racially and 
culturally differentiated universities in South Africa—a system that saw the birth of the  
selected universities in Limpopo and  in Gauteng, that serve as the context within which 
this study is conducted. In addition to this, this chapter also offers the history of literary 
studies in England and the extent to which such a historical development has influenced 
the teaching of literary art in the British colonies.  
 
1.7.3 Chapter 3 
 
Chapter 3 introduces post-colonial theory as a theoretical lens that informs this study. 
This chapter commences with a brief exploration of post-colonialism to highlight certain 
economic, political, ideological and social practices that characterise the once-colonised 
communities. This is followed by a brief focus on neo-colonialism in post-colonial 
societies, and de-coloniality as a theoretical position that challenges the enduring effects 
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(and emerging forms) of colonialism in the previously colonised nation. The chapter, 
furthermore, introduces different literary theories, namely: the Marxist and the 
poststructuralist theories to show how theory-driven pedagogic practices can contribute 
to the inculcation of critical thinking skills that are necessary in the teaching of literature 
in the classroom context. 
 
1.7.4 Chapter 4 
  
This chapter outlines the methodological procedures and theories, data sources and 
collection process, ethical considerations and limitations of the study. The chapter also 
reveals the instruments used in the collection of data and shows the importance of using 
more than one research instrument to address issues related to the validity and reliability 
of the findings. A mixed-methods approach was used, but the study is dominantly 
qualitative. This chapter explains how qualitative research is important in finding answers 
to the research questions that guide this research project. The methodology section 
further discusses how different research instruments were used in the collection of data 
to yield the desired results with a great deal of conviction. These instruments include 
questionnaires and interviews with research participants as well as the use of secondary 
data for triangulation to establish valid, credible data. This chapter also provides detailed 
information about the contexts, the number of participants and the reasons that informed 
the selections for the sites and research subjects.  
 
1.7.5 Chapter 5      
Consistent with the methodological procedures offered in Chapter 4, this chapter offers 
data presentation, analysis and the research findings of the study. The data presented in 
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this chapter were collected from both teacher-trainees and lecturers who served as the 
research participants in the English Education Discipline at two selected universities, 
using as research instruments interviews, questionnaires with closed and open-ended 
questions and secondary data. This chapter also offers data analysis and research 
findings of data gathered through a case study and Grounded Theory as conceptual 
framework to theoretically substantiate interpretations. Although all data presented were 
primarily qualitative in nature, a short test was also conducted with participants on a 
literature section and the marks are presented using a graph to illuminate the qualitative 
findings. Respondents’ choices were also done using a Likert scale as part of quantitative 
data. 
 
Chapter 5 also offers a critical analysis of the findings of interviews, documentary 
evidence and questionnaires used during the course of this research. The chapter does 
all this by means of a critical engagement with the data in order to establish whether the 
students as research participants could be said to have mastered the pedagogic practices 
needed in the teaching of literature. The chapter concludes by providing a reflection on 
the findings that emanated from data analysis.  
  
1.7.6 Chapter 6 
 
This concluding chapter summarises the main areas covered in this project. The chapter 
also advances by putting up recommendations for further research on the teaching of 
literary art to teacher-trainees at teacher-training institutions. The chapter brings together 
theoretical perspectives and practices regarding the teaching of literature to provide a 
complete picture of the nature of students’ knowledge of the role of literature in society. 
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Chapter 6 reflects on the implications of the findings and the existing limitations exposed 
throughout the project, and thus provide suggestions for future research. The chapter 
further reveals the researcher’s contribution to the field of literary studies, which could 
guide curriculum designers, subject examiners who select literary set works for learners, 
government officials who draft educational policies that govern the teaching of literary art 
in schools, as well as teacher-trainees who major in English at Higher Education 
Institutions (HEIs). Furthermore, the chapter shows how the findings from the previous 
chapter relate to the research problem. By way of concluding the overall study, Chapter 
6 reflects on the extent to which this study has provided answers to the critical questions 





REVIEW OF RELEVANT LITERATURE 
____________________________________________________________________________ 
2.1 INTRODUCTION 
This review of literature begins by discussing the literature that concerns itself with the 
historical development and functions of a university. The chapter commences by looking 
at the role and functions of a university in Western countries and Europe. The chapter 
then proceeds to the reason by focusing on HEIs in Africa. It is this discussion of the 
traditional role of a university in Africa that gives rise to a detailed discussion of the socio-
political, economic and educational ideologies that informed the establishment of 
universities in South Africa. The discussion is especially important as it offers the socio-
historical basis that informed the subsequent establishment of racially and culturally 
differentiated universities in South Africa. 
 
In addition to this, the chapter also offers a view on the historical developments of literary 
studies in Britain and, in the process, shows how such history has influenced the ways in 
which literature is taught in the British colonies. The chapter also looks at how certain 
political ideologies in the teaching of literature in England influenced the selection of 
literary texts to be taught in the colonies. Furthermore, the chapter extends to the 
discussion surrounding the use of literature as an effective tool to challenge, expose and 







2.2 THE REASON FOR UNIVERSITY EDUCATION: A BRIEF DISCUSSION 
At the outset, it is important to note that the discussion regarding the traditional role of a 
university in this section is confined to the British ideas of university education, and 
excludes, amongst others, countries such as France and Germany. The British idea of 
university education has received a great deal of attention from various scholars and 
educationists. Ziembinski (1997) argues that traditionally university education was 
designed to facilitate the transmission of knowledge as well as the dispensing of 
qualifications in relation to the learned professions. Newman’s (1891) sense of a 
university seems to go beyond a simple diffusion or imparting of knowledge for students 
to receive qualifications.  According to Newman’s (1891:126) perspective, a university “is 
a place of teaching universal knowledge.” Central to this assertion is that the main 
objective of a university is to offer, on the one hand, intellectual development to an 
individual and, on the other hand, diffuse and extend knowledge rather than the 
“advancement” thereof (Brennan, King, Yann and Lebeau, 2004).  The second aspect of 
the idea of a university, with morality as its underlying object, can be traced back to the 
15th and 16th centuries, during which period university institutions in the West and 
Europe served to advance and uphold certain religious beliefs (Mazrui, 1978; Brennan, 
King, Yann and Lebeau, 2004).  For example, in his The Idea of a University (1891:127-
128), Newman reveals:  
The educated mind may be said to be in a certain sense religious; that is, it has 
what may be considered a religion of its own, independent of Catholicism, partly 
cooperating with it, partly thwarting it; at once a defence yet a disturbance to the 
Church in Catholic countries…at one time in open warfare with her, at another in 
defensive alliance…Right Reason, that is, Reason rightly exercised, leads the 
mind to the Catholic Faith, and plants it there, and teaches it in all its religious 
speculations to act under its guidance. 
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In relation to the above assertion, it is worth mentioning that Newman himself was a 
founding Rector of the new Catholic University of Ireland (Mgqwashu, 2008). It thus 
becomes clear that academics would try to ensure that their professorial craft and 
teaching would be in accordance with their religious doctrines. To this end, scholarship in 
the physical sciences, for example, would handle science in ways that would correspond 
well with the ‘will’ of God, otherwise it could be charged with heresy (Smith and Langslow, 
1999; Mgqwashu, 2008). This was so because during the 15th and 16th centuries, 
academics in the sciences and the arts, as Mazrui (1978:235-236) puts it, “were deeply 
religious themselves, and shrank from lines of thought which appeared to lead towards 
irreligious conclusions.”  However, Mazrui (1978) and Mgqwashu (2008) inform us that 
the Copernican revolution in the late 16th century created clashes between the sole focus 
on science, on the one hand, and considerations of inherited religion, on the other hand. 
To do this, Mazrui (1978: 236) draws our attention to Copernicus’ discoveries regarding 
the planets: 
Copernicus, a native of Prussian Poland and himself a canon of Frauenburg, 
propounded the theory that the planets, including the earth, moved in orbits around 
the sun which was at the centre.  His theory was in opposition to the older theory 
more popular with the church…that the sun and the planets moved around the 
earth. 
 
Drawing from the above quotation, it was important for education to be based on religious 
principles that were particularly in line with the teachings of Christian beliefs at the time. 
This was so because, as Mgqwashu (2008:43) correctly reminds us, “…the Christian 
religious belief during the second half of the sixteenth century, held a strong belief that 
since a human being is a creature made in the image of God, and inhabits the earth, it 
was sensible to regard the planet earth as central to the universe, and thus central to the 
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divine scheme of things.” In this study, it would make sense that the teaching of literary 
art to students during this period would be foregrounded on the principles that govern 
Christianity as a religious belief. It was against the above background that Liberal 
Education was needed to bring about a freedom of thought (Newman, 1891). The need 
for liberal education also suggested liberating students from the kind of ideologies that 
informed curricula at university. In the context of literary curricula, therefore, the liberation 
of art brought about by Liberal Education or “Philosophical Knowledge”, to use Newman’s 
(1891:237) exact words, would mean that the arts were being liberated from religion.  
 
Mgqwashu (2008) informs us that the arrival of Liberal Education as presented above 
was not without challenges. According to him,  
The influence that came through Reformation principles … caused the Royal Society 
in England to become overwhelmingly Protestant, which was not surprising in the 17th 
century.  Scientists, both social and physical scientists, became non-conformists, and 
this became a feature in the United States as well (Mgqwashu, 2008:43). 
 
To expand on this point, Mazrui (1978:237) reveals that the source of this protest “came 
through Cambridge University, which was described in that period as the alma mater of 
the Puritans” (Mazrui, ibid.).  As such, a university became, as Ziembinski (1997) puts it: 
“a community of scholars, who look for truth, inform each other of the acquired knowledge, 
and teach the methods through which such knowledge can be acquired.” Drawing from 
the above assertion, it is logical to conclude that the role of a university as a community 
of scholars during this period was also to ensure that the methods involved in the teaching 
of works of art, and, in particular, ancient Greek and Latin literature2, were also designed 
                                                 




in ways that would teach students how ‘knowledge could be acquired’ and, ultimately, 
how ‘to inform’ others about the knowledge and ‘truth’ that they have found.  
 
Against this perspective, Mazrui (1978:278) argues that in colonial settings, a university 
was established to perform certain functions that are different from those served by their 
Western counterparts. According to him, “almost all African universities in the colonies 
started as overseas extensions of metropolitan institutions in Europe.”  In many ways, 
then, universities in colonial Africa, for example, were established as part of the colonial 
enterprise in order to disseminate cultural values to a new African clientele.  This position 
is further developed by Mgqwashu (2008:43) who argues that for the university to fulfil its 
primary function in the colonies, the colonial masters such as Britain, France, and Belgium 
“…dominated decisions with regard to strategies for socio-economic and educational 
developments that were to be achieved through universities established in the colonies.” 
In relation to the knowledge and skills acquired in universities in the colonial settings, 
Mazrui (1978:285) writes: 
    [S]kills were transferred without adequate consideration for value in Africa; other 
skills were withheld because they did not conform to the world criteria of ‘excellence’ 
as defined by the present body. 
 
Discussing the knowledge and its relevance in the schooling system, for instance, Singh 
(2003) asserts that the criteria used in determining the relevance of knowledge in its 
various forms to be inculcated in students was also seen in the literary curriculum. In other 
words, knowledge as conceived by the colonists themselves was a western artefact, a 
possession of artistic influences which served as key to a life of privileges. From this 
perspective, western cultures and values were imposed on Africa and the Orient, to use 
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Said’s (1978) concept to be discussed in the next chapter, at the expense of African 
values and traditions. The imposition of European cultures through a tradition of religious 
education can be traced back to the period between 1807 and 1910, during which time 
missionaries introduced formal education3  for few indigenous people of South Africa as 
part of an effort to teach them about Christianity (Seroto, 2018). This Christian-based 
education was later reinforced in the form of Christian National Education for the people 
categorized as white soon after the official establishment of Apartheid government in 
1948. In the years following the establishment of the Nationalist government in 1948, 
various education departments, schools and universities were established for different 
cultural and racial groupings. Along with these developments, the Bantu Education Act of 
1953 (to be discussed later in this chapter) was also introduced for the education of 
indigenous South Africans.   
 
In the context of this thesis, it is safe to argue that the teaching of literature in these 
universities would make for an effective teaching tool of ensuring that teacher-trainees 
were equipped with the knowledge and skills necessary for their respective racial and 
cultural groupings. It is for this reason that this study sees the need to use literature in the 
university context as an effective tool to inculcate and cultivate critical thinking skills, 
reasoning, and a spirit of dialogue between students as prospective teachers and their 
learners, thereby enabling them to engage critically with enduring colonial practices and 
ideologies that characterise post-colonial communities. The study further contends that 
                                                 
3 The year 1854 marked an important era in the development of state interest in the schooling of indigenous 
people. During this year, Sir George Grey took over from Lord Charles Somerset as governor of the Cape 
Colony and tried to use native education to subjugate the native Africans (Christie, 1991). In 1903, a system 
of grant-in-aid through the Education Ordinance of 1903) was introduced and premised on the principle that 
there should be separate schools for White and Black people (Seroto, 2018). 
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such a cultivation enables learners and their teachers to make use of the knowledge 
acquired through the medium of literature to enhance their understanding of the need for 
social cohesion and integration, both of which may form the basis for social transformation 
in the South African society. The issue of the relationship between the function of a 
university and social transformation is further echoed by Brennan et al. (2004) whose 
understanding of the role and function of a university seems to challenge the cultural 
alienation inflicted upon the indigenous people through various mechanisms such as the 
literary syllabi and curricula in universities. 
  
Commenting on the principles that guided the establishment of African universities, 
Nkrumah (1965:43) argues that, “We must, in the development of our universities, bear 
in mind that once universities [have] been planted in the African soil [they] must take root 
amidst African traditions and cultures.” In other words, universities need to be seen as 
key institutions the explicit role of which, this study suggests, should be the production of 
highly skilled individuals equipped with the necessary knowledge to address the 
perceived socio-economic, political and educational needs of African society. Added to 
this role, this study continues, may be the establishment of new teaching paradigm, a 
critical perspective at the centre of which is the need to encourage and facilitate critical 
debates on shaping students as members of a broader society.  
As a consequence, this study concludes, universities in the post-colonial societies must 
not only pursue knowledge for its own sake; it must also be seen to strive to better social 
relations amongst its citizens; it must also improve the conditions of life of the ordinary 
citizens if it is to be seen as fully committed to active participation in social transformation. 
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This assists in challenging the importation of foreign traditions and cultural ideologies that 
influence literary curricula in teacher education (Ashley, 1989; Singh, 2003; Butler, 2006). 
 
2.3 THE ROLE OF UNIVERSITIES IN SOUTH AFRICA: A BRIEF HISTORICAL 
BACKGROUND 
 
The preceding section offered a discussion of the traditional role of a university based on 
the British ideas of university education.  From this discussion, it could be argued that 
universities contribute equally to both social reproduction and social transformation 
(Brennan, King, Yann and Lebeau, 2004). As such, it is important for the purposes of this 
project to look at the role and functions of universities in South Africa in order to 
understand the socio-political ideologies that informed the establishment of the two 
participating universities, both of which were chosen as ideal sites for data collection. To 
do this, the study starts off by looking at the socio-culturally differentiated universities in 
South Africa in order to expose their different ideological foundations and, by extension, 
the differing ideological practices used in the training of teachers who major in English 
literature at these universities, both during and post-Apartheid.    
2.3.1 Socio-culturally and Racially Differentiated Universities in South Africa:  A 
Brief Discussion 
 
Historical evidence (such as the Bantu Education Act of 1953) regarding culturally 
differentiated universities in South Africa refers to the need to inculcate certain socio-
political ideologies in the South African population through the system of education. 
Reddy (2005) reveals that the idea of differentiated universities in South Africa has its 
roots from various educational policies established following the arrival of the Dutch 
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settlers in 1652. For the purposes of this research, it is important to narrow the scope to 
certain historical periods in order to deal with issues related to the phenomenon under 
investigation: the teaching of literature to teacher-trainees (or pre-service teachers) at the 
two selected universities4. It is important to note that South African universities in their 
current form owe their existence to the history of colonial powers, that is, the socio-
political, economic and cultural dominance perpetuated during colonial and Apartheid rule 
(Reddy, 2005). These unequal power relations and their resultant cultural dominance 
resulted in HEIs being a privilege5 exclusively reserved for the White minority (Badat, 
1999).  
 
Various scholars on the development of HEIs in South Africa reveal that the University of 
Cape Town was the first higher education institution established exclusively for the White 
minority (Badat 1999, Nkomo, 1990; Ade Ajay, 1996; Cooper, 2001). These scholars 
argue that the University of Cape Town was established in 1829. Decades following the 
establishment of the University of Cape Town saw the birth of the University of South 
Africa6 in 1873 in the Cape Colony. During this period, the then federally organised 
University of South Africa (UNISA), which had branches (colleges) around South Africa 
functioned as the examination board for all the colleges until the 1930s—a period during 
which the affiliated colleges assumed their independent status. Furthermore, it was during 
this time that universities such as the Universities of Natal (founded in 1910), and Free 
                                                 
4 The two selected universities, namely, the universities in Limpopo and Gauteng were selected as ideal 
sites for data collection.  
5 Hendrik Verwoerd (then Minister of Native Affairs) delivered a speech in 1953 to emphasise the need to 
offer poor quality of education to indigenous South Africans. 
6 The University of South Africa was named the University of the Cape of Good Hope (Cooper, 2001). 
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State (established in 1904) became known as fully recognised universities.  However, it 
is worth noting that these universities served the ruling class.  
 
Driven by the need to pursue their nationalist cause, along with conflict with their English 
counterparts, the Afrikaans-speaking White elite was also determined to establish Victoria 
College in 1864 which would later become the University of Stellenbosch in 1918 (Ade 
Ajay, 1996; Cooper, 2001). Following the settlement of the English-speaking immigrants 
in the 1820s, Rhodes University was established in May 1904 in the Eastern Cape and, 
subsequently, the School of Mines University (which would later become the University 
of the Witwatersrand in 1922) was established in Johannesburg following the mining 
revolution on the Rand (Ade Ajay, 1996; Cooper, 2001). 
 
Further documentary evidence reveals that during this period, efforts to educate the Black 
African child were minimal: Fort Hare, the first university for Black South Africans, was 
only established in 1916, nearly a century since the first universities for Whites were 
established (Reddy, 2005). This, however, is not surprising as it was typical for colonised 
African states as the colonising administrations were reluctant to educate African people. 
In the context of South Africa, though, it is important to note that both primary and 
secondary education were offered to Africans by the Christian Missionaries as the 
nationalists were reluctant to support education, especially Higher Education (HE), for the 
fear that, “it would produces anti-colonial and anti-racist resistance sentiments” (Reddy, 
2005:10). 
  
When the National Party (NP) government came to power in 1948, instead of further 
continuing to deny university education to Black Africans (thereby relying on the 
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admission policies put in place in the established white universities throughout the 
colonial period), the Apartheid state embarked on a project to establish universities for 
various ethnic and racial groups. These universities were designed in particular to serve 
as valuable instruments in the grand Apartheid political project under the guise of 
separate development in the African tribal reserves (Reddy, 2005). The results were that 
these universities would “…legitimate, reproduce and constitute … identities and social 
relations of race and ethnicity” (Reddy, 2005:10).  To facilitate the process of separate 
development and the process of social reproduction, these universities would divide the 
Black majority into many minorities, thus weakening their political, physical and moral 
aspirations for a democratic, undivided South Africa.  
 
At this time, the Nationalist government decided to centralise and introduce Christian 
National Education and tried to transform all aspects of education across all racial groups 
(Holmarsdottir, 2005; Makalela, 2005; Reddy, 2005). These centralisation and 
transformation efforts witnessed the change in the role assigned to educational 
institutions in general. Such changes also suggested that the state had a major role to 
play in education, thereby determining the kind of education necessary for different racial 
groups.  
 
To proceed effectively with such changes, the Nationalist government appointed a 
commission under the leadership of Eiselen in 1949 to look into the issues of Bantu7 
                                                 
7 Bantu Education was a term that came into use in the 1950s and it became associated with the education of 
the Black population during Apartheid. Malherbe uses the term Bantu more often than the term Native to refer to 
education meant for Black people. Originally, the term Bantu came to be used as a collective noun referring to 
people of African origin and to their groupings based on language. However, in the Apartheid South Africa, it was 




education (Christie, 2009; Reddy, 2005; Malherbe, 1977) to try to assess and, more 
importantly, enforce the policy that education in all South African schools should reflect 
common grounds if effective separate development was to be realised. The results found 
during the investigation process by the Eiselen commission provided a report which 
“proved to be a blueprint of Bantu education for the next few decades” (Malherbe, 
1977:545). As such, Native Education along with missionary schools were abolished and 
entirely replaced with Bantu Education framed within the scope and ambit of the Bantu 
Education Act of 19538. The next section explores the pitfalls of Bantu Education. 
 
2.3.2 Bantu Education 
 
The change in the educational administration and a complete replacement of Native 
Education and Mission Schools also marked the beginning of political, economic, 
educational, and social transformation in the history of South Africa (Witbooi, 1997). 
Politically, the Afrikaner Nationalist government under the then ruling NP strengthened 
the basis of segregation by enforcing laws which became the roots of Apartheid 
legislation. The enforced laws for ‘separateness’ also assisted the government to deal 
with issues regarding the economic demands and aspirations of each of the separate 
racial groups (Holmarsdottir, 2005). According to Christie (1991), the Nationalist 
government employed segregationist policies to increase a significant gap in the social 
development between Black and White communities. The result of this socio-economic 
disparity was the rapid development of White communities alongside under-development 
                                                 
8 The Bantu Education Act of 1953 introduced compulsory education for Africans, and would require all schools 
for Africans to be registered with the then government. This initiative resulted in almost all missionary schools 
being closed down. This eventually marked the beginning of the Apartheid education system. 
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of African communities (Holmarsdottir, 2005; Witbooi, 1997, Dube; 1985). The resultant 
socio-economic disparity and political dominance were maintained through Bantu 
Education. Bantu Education was introduced at the time when South Africa’s dominance 
as mineral exporter was transforming from small-scale industries into large scale 
monopoly capitalism from the 1950s onwards. The structure of the industries required an 
unskilled, cheap labour force which was readily available from native communities9 
(Witbooi, 1997; Dube, 1985). The structural change in the economic development of 
White South Africa under Apartheid regime also suggested a complete change in the 
ideological intent of education. Education for the native served as a tool for developing 
vocational skills required for the rapidly growing mining industries (Witbooi, 1997; 
Hartshorne, 1992). To account for this, Malherbe (1977) refers to the speech by 
Verwoerd, then Minister of Native Affairs: 
Education must train and teach people in accordance with their opportunities in 
life, according to the sphere in which they live…education should have its roots 
entirely in the Native areas and in the Native environment and Native 
community….The Bantu must be guided to serve his own community in all 
respects. There is no place for him in the European community above the level of 
certain forms of labour10. 
 
Verwoerd’s words clearly point out that education for Africans was enough only to prepare 
them for certain forms of labour in the white community. In order to ensure that education 
systems in both Black and White communities vary greatly in terms of the role they sought 
                                                 
9 The result of the socio-economic disparity between Whites and Blacks affected education for Africans 
under Bantu Education, which was characterized by poor quality. As such, the kind of education offered to 
Africans was the one that would train them to work under the authority of a White man in such places as 
the mines and other evolving factories (Witbooi, 1997). Please also refer to sections on segregation and 
Apartheid rule in South Africa to read more about how Africans joined the mining industries.  




to perform in their respective communities, the Eiselen commission (as previously shown) 
provided the theoretical foundation of the 1953 Bantu Education, which later became the 
core of the Apartheid system of governance, as it reads:  
This report emphasised the cultural coherence and integrity of the different 
population groups of South Africa, and the way in which the schooling provided 
should be in harmony with the other social institutions of the different population 
groups, and should aim to prepare people to serve their own communities.  
 
Drawing from the above report, the fundamental objective of Bantu Education was to 
further widen the socio-political gap between the racial groupings of South Africa. To 
realise this objective, the underfunding of the education systems for Blacks and Whites 
was vastly different. Education for African children received a low subsidy from the state, 
while the White-only education was fully funded by government (Holmarsdottir, 2005). 
The following table shows how education was funded across all races during segregated 
South Africa.  
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(Source: Malherbe, 1977: Appendix 31:700 and Appendix 38:733) 
 
As Table 1.1 clearly shows, in 1910 the government spent 97.9% of its education budget 
on educating the White population in comparison to only 1.2% for the education of Black 
South Africans. This was despite the large difference in the percentage of the population 
of each ethnic group. Although the percentage spent on education for Black Africans, 
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Coloureds and Indians increased from 1910 to 1949, the increase was still insufficient. 
However, the year 1949, following the birth of Apartheid regime in 1948, shows a sharp 
increase in state expenditure on education for Africans. The underfunding of education 
for Blacks helped to maintain the, “subordinate position of Africans in the South African 
racial hierarchy, and to produce a semi-literate industrial force to meet the needs of an 
expanding economy” (Nkomo, 1990:127).  
 
Effectively, Bantu Education served as a systematic racial ideology that followed a 
Calvinistic11 belief, which, as Cross (1986: 186) puts it: 
[P]roclaimed that education must be adjusted to the life and world view of the 
Afrikaners: all school activities must reveal the Christian philosophy of life, 
Calvinistic belief, and promote the principle of nationalism in education, i.e., the 
national ideal, traditions, religion, language or culture of each group.  
 
On the one hand, education for White (English and Afrikaans) communities was 
centralised under CNE in order to ensure that all White schools were able to reflect 
common ideological ground, the Christian belief12. On the other hand, since the Africans 
were powerless, the centralisation process of their education was accomplished relatively 
more easily. Thus, the CNE was extended to the Bantu homelands so as to ensure the 
political dominance on the South African native by engraining a sense of national belief 
and unity based on ethnicity and the deceptive autonomy grounded upon common beliefs 
and spirit (Witbooi, 1997). This illusion was strengthened by an ideological restructuring 
                                                 
11 This is a Christian religious belief that puts more emphasis on racial inequality and racial purity in its 
teachings. 
12 It must be noted that CNE was based on a particular understanding of Christianity, and the white 
population was not homogenous. There were many Afrikaans speakers who followed this religious 
perspective, but there were also other Christian denominations such as the Catholics, Methodists and 
Anglicans (of whom Archbishop Desmond Tutu is probably the most well-known), who refuted some or all 
elements of the CNE ideology. In addition, the white group included people of the Jewish faith (although 
they were a minority group) who would not have endorsed CNE. 
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of the education system and its relations to the whole structure of the social system. 
Education was then charged with the responsibility to maintain and reproduce the racial 
polarities which had for so long been reinforced by segregationist policies (Hartshone, 
1990).  
 
Writing about the role assigned to education in a capitalist society and its relations to the 
material base which forms part of the social structure of the entire system, Bourdieu and 
Passeron (2000:67) write: 
In any given social formation, the education system (ES) is able to set up the 
dominant pedagogic work (PW) as the work of schooling (WSg) without those who 
… undergo it ever ceasing to misrecognize its dependence on the power relations 
making up the social formation in which it is carried on, … hence under the guise 
of neutrality, the groups or classes whose cultural arbitrary it reproduces 
(dependence through independence) (originally italic). 
 
Drawing from Bourdier’s and Passeron’s (2000) observations, the role of education in a 
capitalist society such as Apartheid South Africa was designed to serve, under the guise 
of neutrality and separate development, the then ruling Afrikaner Nationalist class whose 
main concern was the protection and preservation of power relations (Hartshorne, 1992). 
Furthermore, Bourdieu and Passeron (2000) notice that the role of the education system 
in capitalist societies is two-fold: On the one hand, it must produce and reproduce the 
conditions to enhance the exercise of its role of infusing knowledge and skills and, on the 
other hand, it must serve as a viable means towards reproducing the culture that will 
correlatively contribute to the reproduction of the existing power relations amongst 
classes. While the former stresses the acquisition of skills and knowledge presented 
through the education system, the latter presents the application of such acquired 
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knowledge and skills as nothing more than an illusion, geared towards social reproduction 
as opposed to transformation. 
 
In this study, the reproduction of power relations perpetuated through the system of 
education is clearly evident in that, soon after the introduction of Bantu Education, the 
Afrikaner supremacy and control over education and society as a whole was reinforced 
(Holmarsdottir, 2005; Witbooi, 1997; Dube, 1985).  Holmarsdottir (2005: 52) elaborates: 
[T]he Apartheid government assumed control of public education for blacks under 
which education for this racial group was expanded and simultaneously firmly 
controlled; blacks now had to submit to an inferior system of education, preparing 
them for inferior status in South African society. 
 
From Holmarsdittir’s observation, education for Africans further reinforced their 
subordinate status in the social arrangement of South Africa. The system of education 
designed for Africans reveals the close correlation between political power and the 
reproduction of the social system. In relation to this, Holmarsdottir (2005: 52) writes about 
“…an elaborate system consisting of a total of 17 different departments of education,” 
established following the introduction of Bantu education system. From these education 
departments, she identifies four departments traditionally made for the White community, 
which were located in four different provinces known as Bantustans or homelands: the 
Cape, Transvaal, Natal, and the Orange Free State. Furthermore, amongst these 
departments there was only one department for the Coloureds known as the House of 
Representatives (HOR), and one department for Indians known as the House of 




In this study, the historical fragmentation of the education systems in South Africa plays 
an especially important role, for it reveals the socio-economic disparity so evident in the 
social arrangement of contemporary South Africa. It does this by exposing the various 
ideologies and roles education systems and institutions were designed to perform for the 
purpose of contributing to the economic development of the country and, in the process, 
undermining the socio-political, educational and economic aspirations of the Black 
majority. Most importantly, this historical development provides enough insight into ways 
in which the education system of Apartheid South Africa carried an essentially objective 
scheme which is actually, though not in appearance, based on power in line with various 
scholars (Christie, 2009; Reddy , 2005; Witbooi, 1997; Ashley, 1989; Dube, 1985).   
 
Such a scheme is evident taking into consideration that for the African majority, an 
elaborate system under which education for natives was designed and organised under 
the Department of Education and Training (DET). For this group, education departments 
were in each of the homelands and were under the supervision of the separate ethnic-
based departments, for each of the 10 homelands. The overall aim and the ideological 
intent of this elaborate education system and its governing legal framework, was to 
ameliorate dominance and separate development, as opposed to social and educational 
improvement for the Blacks (Hartshorne, 1992). The result was that education for Africans 
would equip Black children with skills required for the economic benefit of the White 
society from which they were already excluded. The imposition of such skills was carried 
on by state-designed curricula and syllabi and “were emphasised both in a material sense 
and also in terms of policy direction” (Ashley, 1989:5).  
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While curricula emphasised the “…principles of trusteeship, non-equality and 
segregation” (Ashley, 1989:19) (and were aimed at inculcating in African children the 
Nationalist view of life), the syllabi were charged with the task of ensuring emphasis on 
the viewpoint of the Nationalist through content endorsing the cultural values of the 
Christian belief (Witbooi, 1997). Further, the historical position on the selection of the 
subject matter to be embodied in the school curriculum was clearly articulated in the policy 
document of 1948 Article Six, which states that, “the spirit of all teaching must be Christian 
Nationalist; in no subject may anti-Christian or non-Christian or anti-nationalist or non-
nationalist propaganda be made” (Ashley, 1989:21). As embodiments of the Nationalist 
ideology, subjects such as literature and history served as the vehicle towards 
entrenching the Afrikaner Christian Nationalist cultures, along with emphasis on “white 
supremacist attitudes … discredited counter ideologies and negative stereotyped black 
people” (Thompson, 1990:62).  
 
Writing about the role of education systems in societies, Bourdieu and Passeron 
(2000:54) present an argument that fits in well with the role of differentiated universities 
in Apartheid South Africa, when they write: 
Every institutionalized education system (ES) owes the specific characteristics of 
its structure and function to the fact that, by the means proper to the institution, it 
has to produce and reproduce the institutional conditions whose existence and 
persistence (self-reproduction of the system) are necessary both to the exercise 
of its essential function of inculcation and to the fulfilment of its function of 
reproducing a cultural arbitrary which it does not produce, the reproduction of 
which contributes to the reproduction of the relations between the groups or 




Consistent with the above assertion, it was logical for the Apartheid government to see 
the need to establish culturally and racially differentiated universities (such as the 
universities to be discussed in the next section) in order to advance their respective 
functions of social reproduction and power relations between races. The next section 
discusses the historical development of the University of Limpopo as a point of 
comparison.  
2.3.3 The University of Limpopo: A Brief historical Background 
It is important to remember that HEIs in Apartheid South Africa followed the socio-cultural 
arrangement and racial composition of the country. Also, important to note is that the 
social arrangement of Apartheid South Africa resembled an inflexible hierarchical 
structure—a model in which the White minority of the country occupied the top of the 
social pyramid, with the large majority categorised as Africans, Coloureds and Indians 
occupying the bottom (Reddy, 2004). As a result of this, these racially and ethnically 
differentiated institutions also performed different roles in society, thereby expressing 
different institutional capacities and educational opportunities for their respective 
clientele. It is against the above background that the University of the North and Randse 
Afrikaanse Universiteit (RAU) were established in 1959 and 1968, respectively.  
 
The establishment of the University of Limpopo (formally the College of the North) cannot 
be treated independently of the historical politics that saw its birth in 1959. Documentary 
evidence suggests that the College of the North (which would later become the University 
of the North) was created under the Group Areas Act of 1950 and the subsequent Bantu 
Education Act of 1953 (South African history online, 2019). While the former was 
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introduced to enforce the segregation of the different races to specific areas within the 
urban locale, the latter was passed as a system of education designed to systematically 
entrench racial and tribal separation and educational opportunities for the Africans in 
Apartheid South Africa (South African history online, n.d.). This system was imposed on 
the Bantu homelands so as to ensure the political dominion of the native by the ruling 
party (Witbooi, 1997). This domination was strengthened by an ideological restructuring 
of the education system.  
  
Informed by this historical background, it is also worth recording that the establishment of 
the College of the North followed the Extension of University Education Act of 1959, which 
called for the creation of universities racially exclusive for Black South Africans on tribal 
lines. The College of the North was then established within the north-eastern part of the 
Limpopo province (Ramodumo, 2017), South Africa. It is located in the foothills of 
Wolberg range about 40km east of the city formerly known as Pietersburg (now 
Polokwane). Following its establishment, the College was placed under the academic 
guardianship of the University of South Africa until 1969. This historical period also 
brought to an end to its college status, and the College became the University of the 
North. Colloquially, the University also became known as Turfloop after the farm on which 
it is situated. The town around the institution is called Sovenga, for the Sotho, Venda and 
Tsonga tribal groups for which the College was specifically established by the Apartheid 
regime. Officially, the town is known as Mankweng, and it was named after one of the 




It is also important to mention that the University of the North was seen as one good 
example of ‘Model University’ where luminaries from both within and without the country 
were brought to see the ‘viability’ of facilities separated on the basis of race and ethnicity 
(South African history online, n.d.). As a result of its function as a symbolic representation 
of the successes of separate development ideology, the University of the North received 
substantial subsidies from the Apartheid government. However, it also needs to be 
mentioned that the students there were so under-resourced in terms of the standard of 
their basic education that the quality of education at the University was placed under 
serious constraints (South African history online, 2019).  
 
Generally, the University drew (and continues to do so to date) its clientele from mainly 
the Sotho, Venda and Tsonga speaking homelands, and the quality of their educational 
backgrounds were relatively poor, and were symbolic of the nature of education the Bantu 
Education Act of 1953 was enacted to produce (Hartshorne, 1990). Following the official 
demise of Apartheid rule in 1994, the University of the North, a decade later, became the 
University of Limpopo13 as a result of the merger between the University of the North and 
the Medical University of South Africa (Medunsa). In relation to the above historical 
background, the study seeks to investigate whether the teaching of literature to teacher-
trainees could be said to be preparing them with the necessary knowledge and skills to 
contribute to social transformation. To achieve this, the study also looks at the University 
of Johannesburg as a point of comparison. 
                                                 
13 Although this merger was later unbundled, the University of Limpopo in its current status still bears the 
new name which was the result of the merger. 
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2.3.4 The University of Johannesburg: A Brief historical Background 
 
Documentary evidence regarding the establishment of RAU reveals that the University 
was designed to make a contribution to the Afrikaans-speaking communities in and 
around the city of Johannesburg, whilst maintaining Christian and Afrikaner-nationalist 
ideologies (Reddy, 2004). Central to its establishment was the creation of a White 
Afrikaans-speaking academic university in the city of Johannesburg—a predominantly 
English-speaking community during which period the University was conceived (Klee, 
2017). RAU is situated in Auckland Park, Kingsway Avenue in the city of Johannesburg, 
South Africa; and it is close to the University of the Witwatersrand (Wits), a historically 
English-speaking university whose liberal influences on the young Afrikaans-speaking 
students was apparently becoming undesirable (Klee, 2017).  
 
Important to mention is that, “RAU was a university established not only to serve the 
needs of a particular group, but for many Afrikaner organizations and especially for the 
Afrikaner Broederbond (Brotherhood for the Afrikaners), it became a centrepiece of 
modernising Afrikanerdom” (Klee, 2017:4-5). Writing about RAU and its physical structure 
in relation to other existing universities at the time, for example, Dubow (2006:266) 
strongly articulates: “Sculpted in soaring concrete, and arranged in semi-circular form, the 
RAU campus resembled an urban laager14 in the city of Johannesburg.”  
 
Despite its former identity as an Afrikaans university for Afrikaans students in the city of 
Johannesburg, RAU gradually changed its position of accepting only White-Afrikaans-
                                                 
14 A laager is a place of defence in a time of struggle. In the context of this study, RAU defended the 
beliefs and values of a specific group, metaphorically. 
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speaking students, first in 1973, but ensured that no social integration was envisaged in 
the whole process (RAU, 1973). Consistent with this, it is important to note that the 
pedagogic practices in the teaching of literature were influenced by the political and 
religious ideologies the University was established to promote and uphold. However, the 
pedagogic practices described above did not equip teacher-trainees with knowledge and 
skills necessary to “…help their learners understand, question, and bridge cultural 
differences,” between them and those who exist(ed) beyond their immediate environment 
(Appleman, 2000:29).  
Accordingly, the historical position on the selection of the subject matter to be embodied 
in the literary curriculum as enunciated in the policy document of 1948 Article Six15 
(Ashley, 1989:21). In 1997 after the official demise of Apartheid, however, RAU adopted 
a policy of transformation aimed at fostering social cohesion, a process that suggested a 
move away from an Afrikaans-only to an English-Afrikaans medium university (Klee, 
2017). In its current form as the University of Johannesburg, which is the result of the 
three merging partners, namely: RAU, Technikon Witwatersrand and Vista University 
(Soweto campus), it is interesting to see, as the overarching rationale for this research 
project, whether the methodologies in the teaching of literary works to teacher-trainees 
can equip students in ways that help them contribute to social transformation through the 
use of literature in the classroom context. 
 
 
                                                 
15 Article Six of 1948 required all institutions of learning (existing and yet to be established) to follow 
Christian National Education policy of 1948 the focus of which was to enforce the Afrikaner Christian 
nationalist agenda (Ashley, 1989).  
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2.4 SOCIETY AND CULTURE: LITERATURE AS A CULTURE CARRIER 
 
Various historical assumptions regarding literary studies in English appear to be related 
to the canonical approach that developed through the works of Arnold (1876), Richards 
(1929), and Leavis (1948).  For Arnold (1876:70), for example, literature was central to 
civilisation because, “great men of culture are those who have had a passion 
for…carrying from one end to the other, the best knowledge, the best ideas of the time…to 
humanise it.” It is in relation to these assumptions that different literary scholars and 
theorists offer various claims that relate to the historical origin of literary art. These include 
that literature developed as a cultural entity for the elite where it was believed that learning 
and reading about ones’ culture would give the reader access to such a culture (Culler, 
1997). Following this is a belief that literature evolved as an essential tool for facilitating 
a rapid dissemination of English cultural values (Eagleton, 1983, Eagleton, 2002).  
 
The above claims make it clear that literature was an important tool tasked with many 
functions in the English society. Such functions included serving as one of the best tools 
for preserving the cultural standards and moral values of English society. To achieve this, 
literature was perceived to be carrying values of English culture in the British subsequent 
colonies. Culler (1997) asserts that this was designed to give “the natives an appreciation 
of the greatness of England and engaging them as grateful participants in a historic 
civilizing enterprise” (Culler, 1997:36). In England, literature was a tool for maintaining the 
gap between social classes. Its role was to preserve the status quo, thereby strengthening 
the social structure. In relation to this view Culler (1997: 36) observes: 
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[Literature] would encounter the selfishness and materialism fostered by the new 
capitalist economy, offering the middle classes and the aristocrats’ alternative 
values and giving the workers a stake in the culture that, materially, relegated them 
to subordinate position. It would at once teach disinterested appreciation, provide 
a sense of national greatness, create fellow-feeling among the classes, and 
ultimately function as a replacement for religion, which seemed no longer to be 
able to hold society together.   
 
Drawing from Culler’s (1997) assertion, it is clear that literature, on the one hand, became 
a tool for perpetuating social inequality in society and, on the other hand, functioned as 
an instrument used to re-organise the social system. To ensure the effective perpetuation 
of social inequality, the selection of literary texts for study in teaching and learning 
institutions required a relevant pedagogy that would emphasise the authority of the text 
and teacher as sources of knowledge.  It is probably based on this reason that the 1920s 
‘New Criticism’ introduced by Richards would also invest teacher authority to take control 
over the interpretation of the text.  In relation to this, Young (1987: 23) writes:  
   The teacher would become the explicator of the text’s meanings or would offer a 
powerful role model to pupils…learning the technique of unlocking textual meanings 
and internalising the canons of literary judgement and taste.  
 
This approach to teaching literature subsequently became most popular following the 
introduction of Cultural Heritage in the 1930s in England. According to Cavanagh et al. 
(2012) and Singh (2003), Cultural Heritage was reinforced by I. A. Richards, F.R. and 
Q.D. Leavis16. For the Leavisites, the teaching of literature to students offered an 
experience of belongingness that was unavailable to today’s England. This rationale for 
teaching literature provided students with an ideal standard against which the English 
world could be judged (Singh, 2003; Mabunda, 2009; Cavanagh et al., 2012).  
                                                 
16 The Leavisites were amongst the first to recognise a novel as literature.   
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One must keep in mind that at this point the teaching of literature was considered a 
possible means through which to inculcate critical reading skills needed in understanding 
different literary texts by various literary artists (Culler, 1997; Singh, 2003; Mabunda; 
2009; Cavanagh et al., 2012). In other words, the values embodied in ‘culture’ needed to 
be inculcated through a rigorous training, and this simply suggested that the preservations 
of such cultural values in the modern world would be accessible to few individuals, that 
is, to F.R. and Q.D. Leavis and their students (Cavanagh et al., 2012, Williams, 1997). 
We are also reminded that during this period English studies had assumed an anti-
democratic version of the social function in England, a country that had just become a 
democratic state after 1928. So, such a move would ensure that the teaching of literary 
works served as a vehicle designed to legitimise the idea that only a few could really 
understand the role of literature in society—thus implying that everyone else would submit 
to their judgements (Cavanagh et al., 2012).  
 
Most importantly, the training brought about by Cultural Heritage was mainly based on 
close attention to the particularities of individual literary texts. In this approach to literary 
teaching, being able to identify the ‘wholeness’ (Cavanagh et al., 2012) that literary texts 
achieved, and in which their moral lesson lay, required, on the one hand, a careful 
analysis of the structure and imagery of literary genres such as poems, or the 
characterisation and narrative point of view in the context of a novel. In other words, 
reading and understanding literary texts required the skills of ‘close reading’, which 
remain important requirement in the teaching of literature at universities until to date. On 
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the other hand, this Leavisite approach assumed that the role of literary art was not to 
help students and the public.  
Instead, the English school was to be a place from which students could learn to criticise 
their society. This suggests that the literary values learned there were to be put in practice 
in opposition to utilitarianism, commence capitalism and mass consumption. In fact, we 
are also advised that Richard’s (1929) notion of the authority vested in the teacher and 
the text was further developed by Leavis (1984) who emphasises that the reader as a 
critic should achieve “unmediated community with his text and with his presumed 
audience” (Mulhern, 1979:166).  Most important to note, this approach to reading literary 
texts was not free of blemishes.  Arguing against Leavis, for example, Moon (1990: 34) 
reveals that “traditional reading practices assume literary texts to be ‘perfectly’ complete 
and unified.”  
In other words, the study of English literary studies during this period “…was an arena in 
which the most fundamental questions of human existence—what it meant to be a person, 
to engage in significant relationship with others, to live from the centre of most essential 
values were…made the object of the most intensive scrutiny” (Cavanagh et al., 2012: 35). 
This understanding of learning in the English Studies held a view that presented learners 
as empty-headed individuals who needed teachers to deposit into their empty heads a 
ready-made knowledge, and this made a study of literature “…to be an intellectual 
exercise meant to produce knowledge as an end in itself” (Freire, 1995:45). This 
intellectual exercise can be better understood through a critical look at Cultural 
Materialism, a critical approach to literary criticism that places culture at the centre of 
teaching and learning literary works. 
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In their analysis of the role of literature as a cultural resource within the context of Cultural 
Materialism, Harris (2001) and Williams (1997) point out that literature does not merely 
represent the culture of the society within which it is produced, but also plays an important 
function of creating and consolidating power, thereby actively contributing to the 
constitution of that culture. Consistent with this, the researcher argues that any literary 
pedagogic that is on a tradition of assimilation and dissemination of culture does not equip 
students to become, to use Samuel’s (1994: 2) words, “…future teachers of literature 
…sufficiently prepared to exploit the potential of literature study as a force to liberate the 
creative and critical potential of their learners.” Rather, this pedagogic approach to literary 
teaching presents the role of teacher-trainees in the literature as parallel to the perceived 
goals of the schooling system, that is, to instil critical literacy and memory capacities in 
learners.  
Therefore, driven by the need to reshape the role of teacher-training institutions in post-
Apartheid South Africa, it was my wish through this study to establish pedagogic practices 
capable of equipping teacher trainees with knowledge to empower learners to become 
critical thinkers who possess adequate scholastic aptitude to challenge the recurring 
attitude of the past practices in HEIs and society in general. This would present teacher-
trainees as trained individuals who offer pedagogic practices that would expose how 
ideologies can maintain themselves through literature without losing their grip.  To 
achieve this, however, the study argues that teacher-trainees need to understand that 
ideologies often take various in various social institutions such as the family, the school 
and the university (Williams, 1997). Moreover, an ideology takes images from the past 
and deploys them in the service of contemporary settings.  
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For this reason, the literary pedagogic practices should help teacher-trainees to see 
literature as one that provides alternative understanding of the past. Consequently, 
students’ understanding of literary texts should reveal how such works of art, “while being 
the tools of dominant socio-cultural order, also show how the coherence of that order is 
threatened from inside by inner contradictions and by tensions it seeks to hide” (Harris, 
2001: 46). This understanding would also assist students to view the teaching of literature 
as a means to communicate, facilitate and incite particular ideas, ideologies and thoughts 
that shape their perspective of the world (Culler, 1997; Marx and Engels, 1976).  
 
In the same vein, rather than encouraging a rather mechanical and passive approach to 
learning, this research project calls for a ‘Critical Pedagogy’, whose views on education 
system include that it is socially constructed, and rooted in power relations. This could 
make teacher-trainees realise that the study of literature extends beyond just mastering 
language and understanding the structure of the text as stated in the DoBE’s (2011) 
CAPS document; rather it is about acquiring the skills necessary to expose critically how 
people live and communicate through language, a social construct, as a way to negotiate 
ideas, feelings and thought.  
 
In this case,  the teacher of English literature should not be seen as the one “… who [is] 
to assume a pastoral role, not as a didactician, but as ‘trusted friend’, entrusted with the 
task of promoting the moralizing values of a great literature, keeper of an English culture 
and protector of civilised values” (Prinsloo, 2002:47). Prinsloo (2002) also maintains that 
disseminating cultural values through the use of literature in the context of schooling tends 
to turn students into passive participants in the creation of knowledge. This view relates 
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to Eagleton (2002), Culler (1997) and Carter and Long (1991) who argue that the teaching 
of literature in Britain and its subsequent colonies would encourage students to come to 
view tradition of thought, feeling, and artistic form within the heritage reflected by such 
literature.  
 
In their analysis of the literary pedagogy in Britain, Carter and Long (1991: 23) argue that 
using literary art as a culture carrier tends to result in a number of problems, which may 
not necessarily suggest that teachers of literature do not possess adequate knowledge 
of literary art, instead the “… likely faults [are] a dreary manner of presentation, and a 
selection of texts, whether externally imposed or not, which failed to arouse the interest 
and motivation of the students.”  In this project, their views highlight challenges brought 
about by the teaching of literature as a cultural resource as it fails to stimulate students’ 
interests to engage critically with literature in relation to their immediate environment. In 
addition to this, as Perlman (1972: 3) asserts, this approach to teaching tends, “… to 
maintain the veil which keeps people from seeing that their own activities reproduce the 
form of their daily life.” He further argues that this approach alienates students from their 
activities of critically engaging with literature to understand the world around them. 
 
In this study, the above discussion is suggestive of the need for critical pedagogy which 
“…allows more exploration of the literary text by the [students] and invite [them] to develop 
their own responses and sensitivities” (Carter and Long, 1991:24-5). However, it is 
important to note that this study does acknowledge that success in engaging with English 
literary texts also depends on the teachers’ knowledge and competence to teach English 
literature (Mgqwashu, 2008:25). Rather than simply relegating literature to a language 
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resource in the English language and literature classroom, language needs to be 
understood as a medium that affects learners’ and teachers’ reconciliation with nature 
and the environment that influence them (Mgqwashu, 2008:25). 
 
2.5 TOWARDS A TRANSFORMATIVE LITERARY PEDAGOGY: A REVIEW OF 
RELEVANT LITERATURE IN EDUCATION 
  
Writing about the historical development in the teaching of literature in a university 
context, Robinson and Kissack (2009) agree with the discussion offered in the preceding 
section of this chapter that the proponent for teaching of English literature as a 
respectable subject for study, were practitioners of literary criticism, namely: T.S. Eliot, 
I.A. Richards and F.R. Leavis. Robinson and Kissack also remind us that prior to the 
establishment of English literature as a respectable subject for study, 
The study of English literature was regarded as a broad cultural embellishment, an 
appropriate attribute for the refined wives of successful and affluent gentlemen, rather 
than the object of serious study in the search for knowledge. As such, it had no prospects 
for admission to the respectable realms of academia. Some individuals with an academic 
inclination, a passion for literature and a belief in the possibility and merits of its formal 
study sought to transform the academic world’s understanding of the nature of literary 
worth; they hoped to persuade university authorities that English literature could be 
respectable and entitled to a place in the formal tertiary curriculum (Robinson and 
Kissack, 2009: 7).  
 
In England, in particular, T.S. Eliot, I.A. Richards and F.R. Leavis provided considerable 
efforts towards the establishment of the academic respectability of English literature as a 
discipline within the university curriculum. Their efforts also contributed towards the 
establishment of English as a subject and department within one of England’s most 
prestigious institutions, Cambridge itself (Robinson and Kissack, 2009). This success, in 
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this regard, saw the development of Formalism as both a criterion for literary status and 
as a particular method in reading ‘good literature’. These scholars, maintain that linguistic 
analysis can assist in determining the status of novels and poems as texts (Robinson and 
Kissack, 2009:7). Their approach to literary analysis, became known as Practical 
Criticism and New Criticism in England and America, respectively. 
 
In other words, as a demanding approach to literature reading, Practical Criticism was as 
an effective mode that could identify the dimensions of literary worth, and thus contribute 
towards the establishment of a clearly defined literary canon that underscore the best 
written texts (Arnold, 1876). It is worth mentioning that these developments in the 
teaching of literature, and the mode of literary reading, at universities also influenced the 
establishment of English departments in many British colonies, including South Africa. In 
relation to this, Robinson and Kissack (2009: 10) state: 
The development of literary criticism in South Africa experienced a similar trajectory to 
the English one. The consolidation of ‘English’ as a discipline at Cambridge, defined and 
promoted according to the tenets of Practical Criticism, occurred between 1919 and 1934. 
Graduates from the English degree there could look for employment not only in England 
but also in the burgeoning university systems within the British Empire as well. The 
University Act of 1916 initiated the development of South Africa’s tertiary sector. 
 
Doherty’s (1990) study on the genealogical history of English Studies in South Africa also 
attests to the English intellectual influence on the development of English departments in 
the English medium universities in South Africa from the late 1930s onwards.  The study 
reveals, for example, literary scholars such as Alan Warner arrived at Rhodes University 
from Cambridge in 1939 to assume his position in the English Department and he 
reiterated the important Leavisite distinction between those literary scholars who are 
experts regarding their field of study and critics who have shown experience of literature. 
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In his views, the latter is important in that these are the scholars who define the discipline 
of English through their rigorous attention to the identification and exploration of literary 
merit, secured through adherence to the methods of Practical Criticism (Robinson and 
Kissack, 2009).  
 
It is also important to record that Practical Criticism was not only confined to English 
Departments at English medium universities in South Africa. At Mackie’s symposium held 
in 1948, it was declared that Practical Criticism as a literary reading methodology should 
direct the teaching of literature at secondary schools as well (Robinson and Kissack, 
2009: 10). Indeed, it was this initiative that witnessed Practical Criticism being 
consolidated at the secondary school level in the next decades as graduates from the 
universities developed their English subject methodologies around this critical 
perspective. As curriculum planners, such graduates also developed their English literary 
syllabi around the notions of the appropriate Canon, whose content was identified by 
Practical Criticism’s criteria of literary worth. 
 
In the 1960s, though, Cambridge graduates and South African university teachers 
emphasised the moral influence of literature, and such acknowledgements of the 
reciprocal influence between texts and contexts generated a critical momentum in South 
African literary circles. This acknowledgement of the relationship between the text and 
context allowed for the development of ‘protest literature’ and a ‘literature of commitment’ 
that structured and directed South Africa’s equivalent of Cultural Studies (Robinson and 
Kissack, 2009). Informed by this development, literary artists and critics in South Africa, 
on the one hand, who promoted their protest literary works, concurred that Practical 
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Criticism’s insistence that ‘good literature’ and rigorous attention should be devoted to the 
decontextualised text, in order to focus on the author’s success in achieving an 
expressive balance between emotion and its articulation, neglected moral and political 
issues regarding perpetuation of White dominance in South Africa.  
 
On the other hand, those opposed to ‘protest literature’ in South Africa argued that it failed 
to meet the criteria of ‘good literature’. Writing about the relationship between literature, 
society and power, Williams (1997) reminds us that the concepts of literature changed in 
meaning with the coming of capitalism. He posits that previously, literature could refer to 
all printed artistic material, not specifically those that are categorised as “fictional” or 
“imaginative” or “good literature”. This fictional or imaginative character of literature is 
challenged by some Marxist theorists such as Eagleton (1983) who gives an example of 
“Superman comics” as fiction but not regarded as literature.  
 
Williams (1997) informs us that the concepts of literature has shifted to refer instead to a 
‘taste’ or ‘sensibility’, of the work itself. According to Williams, taste and sensibility came 
to be used as unifying class terms, “characteristically bourgeois categories,” which could 
also refer to manners, wine and poetry. The narrowing of the scope of the concept of 
literature to ‘good literature’ is a clear response to the repressive aspects of capitalist 
production, which increasingly stifles human creative faculties (Eagleton, 2002). With 
these changes in what constitutes the literariness of literature, bourgeois criticism took as 
its task the discrimination between works that deserved the title “literature” and those that 
did not, based on “literary values”, particularly ones stemming from a supposedly national 
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tradition, which defined “great” works or “good literature” (Williams, 1997; Culler, 1997; 
Eagleton, 1983;  Eagleton, 2002).  
 
Indeed, value-judgements in terms of ‘taste’ and ‘sensibility’ as determining factors of 
what constitutes ‘good literature’ as discussed above leads Eagleton (1983) to claim that 
there is absolutely no objective definition of literature, and that there is no such writing 
that is immutably literary. In terms of this perspective, teachers of literature are challenged 
to interrogate the claim that we can only understand literary curricula on the basis of 
whatever is valued by certain people in specific situations, according to particular criteria 
and in the light of given purposes. Such an interrogation allows them as literary critics to 
understand that ‘ideology’ often has to do with what we accept as generally accepted 
norms and practices.  
 
It was on the basis of the above that ‘protest’ literature in Apartheid South African 
schooling could not form part of literary curricula. As a result, it was recommended that 
schools’ literary syllabi in general, and the universities’ literature courses in particular, be 
confined to the established canon of ‘good literature’ that had been consolidated in 
England itself and America. This kind of perspective informed the evolution of ‘protest 
literature’ during the Apartheid era, providing an orientation that assumed that reading 
could affect political dispositions and evaluations, thereby contributing towards the 
emergence of a more just, post-Apartheid society. Writing about the role of literature in 






Literature became a document, an injunction, an interpretation and a clarion call for 
action…. One of the first issues to which the post-Apartheid government… devoted 
attention was education: primary, secondary and tertiary. With educational reform come 
concerns with appropriate curricula for a post-Apartheid society…. For curriculum 
developers in the field of literature, questions have had to be posed about the rationale 
for the study of literature, accompanied of course by questions about what to read and 
how to read it. 
 
The above-mentioned questions led to the emergence of a relatively new discipline: 
curriculum philosophy, the essence of which was to study what was taught in schools and 
to what purpose (Balfour 1998; Prinsloo, 2002; Singh, 2003). From this philosophical 
discipline, several studies within the field of literary curriculum development were 
conducted by various scholars, and have revealed that the kind of literary curricula offered 
to African schools were designed with the intention in mind, to socialise Black learners 
through literary art for the benefit of the ruling elite and, at most, was facilitated by the 
appreciation of the western culture at the expense of African reality (Singh, 2003). In their 
findings, researchers such as Reid (1982), Wright (1990), Balfour (1998), Prinsloo (2002), 
Singh (2003) and Mabunda (2009) have argued for pedagogic practices to be geared 
towards giving all forms of knowledge by ensuring rationality, critical thinking and the 
ability to appreciate the cultural relevance and the lived experiences of students.  
 
To account for the above, Balfour, for example, conducted a project based on pedagogic 
principle of inclusion and access of learners’ lived experience in the classroom. He did so 
by using South African short stories to address the previously excluded themes from the 
South African national narrative, to evoke issues such as patriarchy, capitalism, cultural 
diversity, gender stereotyping and ‘taboo topics’ such as sexual molestation. In the 
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process of textual selection, Balfour (1998) points out that although the school teachers 
would ignored the use of such selected texts as part of literacy curriculum owing to the 
use of English, a language in which they are written, he chooses such short stories for 
their potential to reflect on the cultural diversity evident in South African society as well 
as a direct and indirect socio-cultural and political relevance to the reader.  
 
In his findings, Balfour indicates that pupils have responded to the selected text in ways 
that showed their understanding of the issues although their background knowledge to 
the chosen text was limited. His findings further revealed that although the topics 
addressed in such short stories are relevant in addressing the issues that affect the 
majority of South African citizens, teachers would still not see any reason for making their 
learners aware of such societal problems. In the context of this project, this study is 
important in that it allows learners and teachers to interrogate certain societal and political 
issues and generally accepted norms, attitudes and practices that affect their everyday 
lives. 
In addition to the above study, Chetty (1997) conducted a genealogical investigation into 
the teaching of literature at South African universities during and after the Apartheid 
period. To achieve this, the study employs a genealogical survey as its research 
methodology. In the findings, the study revealed that although various initiatives were 
taken by English departments at different institutions (in the decade following the end of 
Apartheid education) to include South African literature in their literary curricula, there 
was still much evidence of the established norms associated with the Apartheid 
dispensation (Chetty, 1997:iii). In other words, the new literary curricula avoid confronting 
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the ideological construction of traditional English literature. In effect, according to Chetty, 
the new literary curricula are a revamped or upgraded programmes offered during the 
Apartheid era.  
 
Ndlovu (2019) also conducted a study on the teaching of literary art at a university to 
highlight issues of human rights with particular reference made to such literary texts as 
Ngugi wa Thiong’o’s (1967) A Grain of Wheat, to foreground both colonisation and 
decolonisation in the Kenyan society; Fugard, Khani and Ntshona’s (1974) Siswe Banzi 
is Dead; to expose the dehumanising effects of Apartheid; Coetzee’s (1980) Waiting for 
the Barbarians to explore the torture and complicity in oppression; Marechera’s (1978) 
The House of Hunger to highlight the psychological effects of colonisation; 
Dangarembga’s (1988) Nervous Conditions to probe gender inequality; Mpe’s (2001) 
Welcome to Out Hillbrow to highlight issues of xenophobia and HIV-AIDS in South Africa, 
and Diop’s (2006) The Book of Bones to analyse critically the genocide in Rwanda as 
units for analysis and data collection.  
As its methodological procedures, the study relies on oral presentations by students 
during lecture periods based on issues of human rights highlighted in any of the above 
texts. The researcher also uses personal classroom experiences in the teaching of human 
rights and literature modules to suggest a reflexive pedagogy in the teaching of literature 
to contribute to an informed citizenry. The study’s findings revealed that literature makes 
for an effective tool for sensitising students about the importance of human rights, and for 




The issues investigated by both Chetty and Ndlovu are equally important in the context 
of this study as they speak to the need to use literature and literary curricula as effective 
tools to contribute to the process of social transformation in South Africa. In particular, the 
issues of human rights as highlighted in Ndlovu’s study are especially relevant as they 
empower teachers and learners alike as citizens of a democratic country to respect the 
rights of other humans regardless of their social status in society. As such, it is important 
to acknowledge as shown in the above study that the teaching of literature to students is 
capable of highlighting issues that are critical in the lives of South Africans and the world 
in general.      
Moreover, in his study entitled “Literature and Social Change: Writing, Criticism, and 
Teaching in Neoliberal Canada, Shupak (2015) investigated the actual and possible 
political effects of works of creative writing through close readings, thereby examining 
critically issues of political activism as raised in Stephen Law’s (2013) novel, Tailing of 
Warren Peace. The study approaches these issues by discussing the methods of literary 
interpretation used by Canadian literary critics to make criticism politically effective in their 
attempts to highlight certain political ideologies that shape the Canadian society. 
Shupak’s (2015) findings are that literary activism in the neoliberal age is characterised 
by intellectuals articulating a systemic critique of capitalism, providing conceptual tools 
that activists can use, and stimulating the public’s radical imagination. 
 
Furthermore, Ruzy et al. (2011) conducted a study to determine the awareness and 
sensitivities of students about current news relating to gender violence. Through a series 
of tasks offered to students during school lessons in relation to issues of gender in 
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Malaysia, the study reveals that students can identify issues that can bring about change 
in their communities. Furthermore, the findings of the study show that students as 
research participants are able to identify various aspects of language usage in daily 
newspapers to highlight the issues of power relations, vulnerability and defencelessness 
between victims and perpetrators of (violent) crimes such as rape, human and drug 
trafficking. To get to this conclusion, the researchers used an action research model as 
their methodological procedure for data collection.  
 
The use of literature as a tool for political criticism and for critiquing the effects of 
capitalism and for highlighting the issue of social power in society as highlighted in 
Shupak (2015) and Ruzy et al. (2011) are important ones, for they expose how power 
relations affect the lives of individuals in societies. Most importantly, the use of literature 
as a social expression can stimulate the public’s radical imagination which can lead to a 
quest for a just society (Shupak, 2015).  
 
Siti, Ramlee and Othman (2017) conducted a study titled Teacher’s Approaches in 
Teaching Literature: Observations of ESL Classroom to investigate the teaching 
approaches used by teachers in teaching Contemporary Children’s Literature Program to 
upper primary school learners in Malaysia. The study employs classroom observations 
and interviews as research instruments to collect data. Their findings of the approaches 
used in teaching literature are that the incorporation of literary elements in the classroom 
in Malaysian schools are minimal, and that teachers of literature lacked creativity and 
relied on the teaching guidelines provided by the Malaysian school Curriculum 
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Development Centre. In the context of this project, the above findings are important as 
they suggest that teachers of literature need a sense of creativity to make literature 
learning a stimulating experience, and to help learners relate to their learned experiences 
to their immediate surroundings. 
 
Another study in the teaching of literature was conducted by Beach (2005) to determine 
how students’ discourses of race, class, and gender influence their responses to 
multicultural literature as well as how they adopt alternative discourse through copying 
with the tension portrayed in multicultural literature. To serve its purpose, Beach’s (2005) 
study comprised 14 high school learners – eight female and six male students, three of 
whom were Whites; three Asian-American; one Hispanic; and another one of African 
descent, all of whom enrolled in a multicultural literature class taught by the researcher.  
 
The findings of the study show that learners’ responses are influenced by three different 
factors: the teacher’s modelling of alternative ways of thinking about the texts by adopting 
alternative perspectives; responses to texts in which learners experienced fictional 
characters challenging status-quo discourses and institutional forces; and context. In 
relation to this, the study points out that learners are able to examine forces in their own 
lives that limit their development as individuals. Lastly, the results of the study reveal that 
learners who shifted in their discourse during the course are the most open to entertain 
their perceptions of themselves in relation others, and of the world within which they live. 
These are important findings as they amplify the role of literature in providing teachers of 
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literature and learners with critical skills needed to challenge dominant practices that 
shape their world and their perceptions of themselves in relation to others.  
 
In her study, Nabudde (2007) offers an investigation into whether teacher’s knowledge of 
literary skills could affect significantly students’ performance in the novels at ‘A’ level in 
selected secondary schools in Busia Disctrict, Uganda. The study uses questionnaires, 
interviews and observations as instruments for data collection. The findings of the study 
revealed that most teachers of literature in the selected schools hardly possess any 
knowledge of literary skills. In addition to this, the results show that some of the teachers 
interviewed in this study do not have knowledge of literary skills at all. The findings also 
show that teachers who were observed while teaching literature used commentaries 
directly to make learners understand novels which, according to the Nabudde (2007), do 
not develop learners’ skills to interpret novels effectively.  
 
A similar study was conducted by Singh (2003) who focused on how literature was taught 
at the secondary school level. Like Balfour (1998), Singh uses short stories to investigate 
the teaching of literary art by paying attention to the use of the Cultural Heritage approach 
of the Apartheid education system. While Singh focuses on ways of teaching literature in 
secondary school levels, Balfour (1998) employs a literary analytical approach by 
engaging learners in reading and analysing the selected texts. Alderson (1999) also 
conducted a study in which observations were made to determine the readability of 




Behari (1997) carried out an investigation into the use of literature education as a tool for 
transformation in South Africa. Behari uses various reading strategies with learners in a 
multicultural classroom setting to engage them with different critical issues such as race, 
class, attitudes, and perceptions that relate to learners’ immediate environment. The 
study used various teaching theories such as Schemata Theory and Additive Schema as 
models of reading analyses of pupil’s persona-mental schemata. The study’s findings 
revealed that Additive schemata have a positive influence on learner’s personal schemata 
leading in most cases to a transformation in attitude and perception of the world within 
learners. 
 
Also, Gamede’s (2019) study explores the practices and strategies used in the teaching 
of novels at secondary schools in rural KwaZulu-Natal. The study specifically probed the 
practices and strategies of Grade 10 isiZulu Home Language teachers who work in 
disadvantaged, rural areas. The study sought to understand how educators teach and 
analyse isiZulu novels in the classroom context. In his findings, Gamede (2019) revealed 
that teaching novels is still a challenge and teachers have a limited understanding of what 
it entails.  
 
All the above studies raise pertinent issues regarding the teaching of literary art. Balfour 
(1998), for example, argues for the kind of critical literacy that, “should prepare all children 
from all classes in such a way that they are able to receive education in its fullest sense 
and to the fullest sense of their capacity to cope with themselves and the society they find 
themselves in, to gain a proper understanding of their environment, their culture and its 
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systems.”  In the context of literary curricula, it is mentioned that the teaching of literature 
should develop the potential of each individual, to the level that they are capable of 
making judgments and thinking critically. It is the form of literary curricula that would make 
the educated individuals realise the evil associated with the imposition of dominant 
cultures and practices (Balfour, 1998).  
The conditions described by Balfour (1998) above in his attempt to establish critical 
literacy curricula and critical pedagogy has been taken up by such scholars as Singh 
(2003), who argues that the teaching of literature in South African schools has largely 
been informed by a Cultural Heritage approach to teaching selected and popular cultural 
texts so prevalent in the English Literary Curricula of Apartheid education. Singh 
describes a literary curriculum informed by Cultural Heritage as one that is still based 
around the content of the 19th century British literature studies and on principles of the 
industrial era.  
 
In their respective studies, Balfour and Singh agree that such literary curricula have 
excluded the lived experiences of African students, because under the old regime the 
critical literacy curriculum was deemed to be unsuitable. In his analysis of the kind of 
syllabi necessary for bringing about critical literacy to South African students, Balfour 
(1998), for instance, suggests that the literary texts used for teaching both at schools and 
universities should provide the historical evidence of their making, their time and 
geographical places of origin to relate to the students’ lived experiences. He further 
argues that such a critical literacy must present the reader and teacher with opportunities 
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to negotiate meaning, understand cultural diversity and what these mean in the lives of 
South Africans. 
 
Against the above background, I argue that the teaching of literature in South Africa needs 
to be understood within the context of the historical politics that shaped our society. This 
is because literary pedagogy in Apartheid South African schools was often influenced by 
literary theoretical developments in the United Kingdom (Balfour, 1998; Robinson and 
Kissack, 1999). Similarly, Culler (1997) claims that teaching literature in the British 
colonies was aimed at giving the natives a stake in English culture. In relation to this 
perspective, Reddy (1995) views this to import the English cultural norms, values and 
customs into the British colonies. This importation, the researcher argues, served the 
specific ideological purposes that ignored the cultural hybridity of the colonised nation, 
and thus did not equip learners with the critical skills to challenge the historical injustices. 
 
As shown in the above discussion, each case study provides a rich body of knowledge in 
relation to the teaching of literature in general, teacher-experiences in the teaching and 
learning of literature, and the kind of literacy embodied within the school curricula in 
various societies. However, the studies are limited in various areas, which include: their 
focus, context, methodology and theoretical frameworks that inform them. Of the above-
mentioned studies, only Mabunda (2009) pays attention to the training of teachers in the 
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teaching literature at the University of KwaZulu-Natal with specific focus on the former 
Universality of Durban-Westville and Edgewood College17. 
 
With regard to their contexts, almost all of these studies were conducted in primary and 
secondary school levels ( see Reid, 1982; Wright, 1990; Balfour, 1998; Prinsloo, 2002; 
Ruzy et al., 2011; Siti et al., 2017; Beach, 2005; Singh, 2003; Nabudde, 2007; Gamede, 
2019).  It is not clear, therefore, whether teachers of literature who were investigated in 
some of these case studies were professionally trained and well equipped with necessary 
pedagogical practices required in the teaching of literature in the classroom context. In 
terms of methodological procedures used in the collection of data, only one of the above 
case studies employed questionnaires as research instruments. Informed by the 
limitations identified in the above studies, there is clearly a need to investigate whether 
the teaching of literature to teacher-trainees at HEIs could prepare students in ways that 
equip them with the necessary skills to teach literature critically to learner.  
 
2.5.1 Teaching Historical Facts Through Literature: A Brief Debate on the 
Transformative Nature of Literary Texts in the School Curriculum 
 
A study conducted at the University of KwaZulu-Natal on the teaching of Mda’s (2000) 
The Madonna of Excelsior, a post-Apartheid South African novel that makes explicit 
issues of interracial rape, political conflict and other forms of social exploitation, in a post-
Apartheid multicultural classroom reveals that teacher-trainees of literature often find it 
                                                 
17 These two institutions were merged with the former University of Natal to form the new University of 
KwaZulu-Natal in 2004.  
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difficult to present lessons that refer to the country’s political past (Mabunda, 2009). The 
study found that teacher-trainees often felt that teaching such a text to learners whose 
race or ethnic group, for example, is represented as oppressive or violent towards the 
other races often made learners in schools view teachers as being insensitive to and 
inconsiderate of their feelings about the issues raised in the literary text. 
  
The study, furthermore, reveals that teacher-trainees would therefore choose to avoid 
topics which, in their views, carried the potential of creating accusatorial problems 
amongst learners of different cultural backgrounds. In relation to this situation, Nelson 
(1980) in his use of incorporating conflict management as an approach to teaching to 
American students reveals that in the evaluation forms from students at the end of the 
literature class, some students felt that they should have been prepared beforehand of 
the element of conflict in the approach and how to deal with it. Such remarks may suggest 
significantly that some students found it hard to deal with issues that came across as 
confrontational in the literature classroom. However, Graff (1993), a proponent of the 
Teaching the Conflicts approach to teaching literature in the classroom context, insists 
that teachers of literature need to deliberately include issues of political conflict in order 
to incite critical debate amongst learners. For this to take place, however, he suggests 
that the classroom setting should reflect an open, democratic atmosphere to enable 
critical engagement with irreconcilable differences that exist between cultures. 
 
In the same way, Kissack (2000) calls for literary curriculum planners in South Africa to 
incorporate literary texts in school curricula that expose and challenge, present-day liberal 
and multicultural values. He further argues that such literary texts are relevant in post-
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Apartheid South African schooling as they possess the ability to kindle educational 
debates in multicultural classrooms. Once incorporated into school curricular, teachers, 
Kissack (2000) continues, can interrogate critically and challenge the texts that offend 
current beliefs and ideologies. He advances his argument by making reference to the 
relationship between literature and society. For Kissack (2000), literature is a cultural 
product, and its existence is the result of its historical context. Kissack’s thinking is also 
shared by Said (1984:4-5) who argues that: 
   …[literary] texts are worldly….they are events, and even when they appear to deny 
it, they are nevertheless a part of social world, human life and…historical moments 
in which they are located and interpreted…The realities of power and authority—as 
well as the resistances offered by men, women and social movements to 
institutions, authorities and orthodoxies are the realities that make texts possible, 
that deliver them to the readers, that solicit the attention of critics.     
 
The background as presented above establishes a strong relationship between culture 
and literature. It further presents literature as a product of social events and historical 
moments and socio-political realities. These, according to Said (1984), are the socio-
political and historical realities that form the basis for the existence of literary texts. This 
understanding could be taken to suggest that literature is a product of actual social events 
and socio-historical politics that exist in a given society. As such,  the teaching of literature 
to teacher-trainees becomes important in that it equips them with the necessary 
knowledge to understand the role literature can play in exposing and confronting socio-
political dialectics that shape the society within which they find themselves (Marx, 1976). 
To understand better how social events, historical moments, realities of power, 
resistance, movements, and authorities become the basis for the existence of literary art, 
it is necessary to consider Marx’s (1976) notion of dialectics.  Marxism offers two 
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components of materialism: historical and dialectical materialism (the details of which are 
discussed in the next chapter). The materialist conception of history (as it is often called) 
highlights that the contemporary issues of a society can be understood best within the 
context of the historical circumstances that led to the existence of such issues. The latter 
looks at the way things are and how they have changed over a period. 
 
Understanding the materialist conception of history assists teacher-trainees to realise that 
there is a need to interrogate socio-political and historical issues that may be seen as 
offensive to others in order to confront the negative impact such issues have had on South 
African society. This critical initiative will also assist in challenging the contemporary 
debate regarding the type of literature to be included in the literary curriculum from 
elementary to the tertiary level (Kissack, 2000). Central to the debate is the argument that 
the literature to be included in the literary curriculum should exclude texts that make 
central issues of racism, sexism, classism, homophobic utterances and xenophobic 
issues as they may be seen as morally offensive and insensitive to other identities.  
 
This argument emanates from a general belief that people of colour, women of all races, 
foreigners and other vulnerable groups have suffered oppression, prejudice, exclusion 
and exploitation at the hands of the powerful. This, consequently, makes curriculum and 
syllabus planners exclude literature that they deem offensive in their attempts to adhere 
to the ideals of comprehensive inclusivity. However, Kissack (2000) argues that if 
curriculum planners adopt this view, then their attempt to respect identity ignores the fact 
that literature is a product of a conflictual society, and that educational content should 
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afford learners the opportunity to engage with texts presenting diverse cultures to 
correspond with liberal, democratic principles (Kissack, 2000). 
 
It is through this type of exposure to the constituents of a conflicted society that, this study 
argues, a teacher becomes a liberating educator whose sole responsibility is to ensure 
that teaching and learning are human experiences with profound social consequences. 
The interrelatedness between the teacher, education and society will therefore bring 
about social pedagogy in which both individuals and society are constructed. To facilitate 
this relationship, Shor (1992:44) suggests that educators must: 
   Identify ‘generative…themes’ which represent the highest-profile issues in the …life 
of the community, as the foundational subject matter of a critical curriculum. These 
generative subjects are familiar …experiences, situations and relationships, 
…‘problematized’ by the teacher in class through critical dialogue, that is, re-
presented back to students as problems to reflect and act on…. Their experiences 
now include a self-reflective dimension…around generative themes from daily 
life…, they gain some critical distance on their conditions and can consider how to 
transform them.  
  
For the post-Apartheid South African educators to understand the importance of critical 
literacy, it calls for a clear understanding of the nature and the extent of the problems 
education is intended to solve. For curriculum designers whose primary concerns are to 
bridge the gap between different cultures, a wider perspective is required to understand 
the conception of cultural diversity and cultural conflict. 
 
However, other literary critics strongly reject the teaching of literature that makes central 
sensitive issues such as racism, tribalism, and other sources of conflict and claim that 
such an approach tends to upset learners emotionally and affect them negatively 
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(Showalter, 2002; Valente, 1993; Boserup, 2001; Moslund, 2003). Such literary scholars 
warn that the use of literature to highlight historical issues that are sensitive in society in 
a literature classroom has the potential of pitting communities against one another in 
unimaginable sprees of destruction and violence. Central to this warning is that certain 
issues such as tribalism and xenophobia in literature have tended to call for a distant, 
immemorial, mythic past as a point of entry that confirms a society’s unique existence, its 
primordial status and, to use Anderson’s (1991:12) exact words, its “self-evident 
plausibility.”   
 
On the basis of this, while Moslund (2003), for example, concedes, on the one hand, that 
literary art as a form of expression has the potential to convey fictionally the plain reality 
of the past and present practices for peaceful purposes in fairly free and well-functioning 
societies, Anderson (1991), on the other hand, argues that literature has the ability to split 
the population into fixed categories of ‘us’ versus ‘them’. Malkki (2009) provides one 
example of the latter by drawing our attention to what she brands a mythico-history, in 
which the past in certain literary texts is ingeniously manipulated and the historical 
narrative exploited so as to legitimise the oppressive, aggressive or intolerant political 
practices, systems and ideas in some communities, as in the case of Rwanda.  
 
The use of historical literary narratives in Rwanda played an infamous role in mobilising 
Hutus to attack their Tutsi counterparts. In this context, mythico-history was ingeniously 
fabricated out of the country’s past and mass communicated by Hutu leadership to forge 
absolute and antagonistic ethnic borders (Moslund, 2003; Malkki, 2009). The result was 
that a comparatively harmonious, culturally complex society was mangled by mass 
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murder (Moslund, 2003; Lamarchand, 1999; Uvin, 1997). Writing about mythico-history 
and its role in the Rwandese atrocities’, Malkki (1995: 54) reveals: 
[L]iterature became a particular collectivized, narrative of the past that comprised 
more than a mere description or evaluation of the past. It became a narrative that 
subversively recast and reinterprets the past in fundamentally moral terms, 
categorizing the past into an elementary frame of loaded opposition between agents 
of good and agents of evil.    
Conveniently, the complex history between the two Rwandese ethnicities was simplified 
through literary and historical narratives to suit a grand moral dictum of Hutu’s cruelty and 
Tutsi’s victimisation. In this regard, the latter was presented as having intruded Hutu 
territory in the distant past and to have subsequently prompted the historical continuation 
of inhuman Tutsi domination over a subjugated and essentially violated Hutu serfdom 
(Moslund, 2003). Likewise, after the 1972 massacre of Hutus in Burundi, the Tutsi, 
according to history, sought to erase the past from the collective consciousness by 
denying any notion of animosity within the populace and forbidding any reference to 
ethnic identities, starting with history and literature lessons in primary schools, through to 
secondary and tertiary education (Moslund, 2003:12; Lemarchand, 1999).  
From the above, literary teaching could be used to justify the state’s oppressive practices 
as a necessary evil for the sake of the common good. Furthermore, a literary narrative 
that exposes and challenges the status quo, it turns out, could also be censored from 
above to strengthen a problematic or unpopular rule, thereby establishing differences 
within the masses, the identification of a collective enemy or the invention of a scapegoat 
being essential measures for buttressing authoritarian politics and strengthening political 
loyalty (South African History Online, 2019; Malkki, 1995). In the process of doing this, 
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Moslund (2003) warns, humans base their beliefs on certain truths and morals and those 
who deviate are viewed as unwanted and foreign. In other words, teaching the historical 
through the literary carries the potential to mobilise people effectively to act against those 
who are “different” or to “threaten” the narrative that keeps the collective together. 
Moreover, in his theory of paradigm shift in literature as presented in Thresholds of 
Change in African Literature: The Emergence of a Tradition, Harrow (1993) calls for post-
colonial literature to shift its focus of representation from dealing with discourse of the 
historical colonial period and focus on the present realities, leaving the past behind. 
Harrow’s argument questions the viability of certain practices and intellectual 
developments in the representation of literary art in post-colonial societies. In the context 
of schooling, Harrow’s theory of paradigm shift suggests the need to bring about new 
themes for post-Apartheid classroom teaching and learning of literary art.   
 
Harrow’s critique of post-colonial literary representations of society provides South 
African teachers with many shifting possibilities that range from ecologically sensitive to 
gender conscious forms of literature (Luty, 2004). In relation to this view, Luty (2004) 
concedes that while it is arguably true, as Achebe (1990) opines, that European writers 
often depict the Africans without religion, culture and soul (perhaps as in the case of 
Joseph Conrad’s Heart of Darkness, to mention just one). In addition, it is important for 
the teachers of literature to establish a need to search for a new order of things in the 
classroom context, and to propose a shift in perspective and focus in search for a new 
inclusive national identity. One way to do this would be to look for literary texts that 
address social issues in ways that do not necessarily condemn a specific section of 
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society, but rather expose various ills across the social spectrum that would make 
learners understand that no race, gender or nation, for example, is immune to the social 
ills inherent in society.  
To clarify the above, novels such as And They Didn’t Die by Lauretta Ngcobo (1990), 
Other Secrets by Farida Karodia (2000) and The Madonna of Excelsior by Zakes Mda 
(2002) address the issue of rape, a dominant preoccupation in post-Apartheid South 
African communities as it is often followed by the killing of rape victims. These three 
literary texts all address the topic of rape and contextualise it within the Apartheid period. 
In each case, the perpetrators are placed on other side of a racial divide. All the three 
novels, for example, present Black women as victims of rape at the hand of White men. 
The above literary texts are important in that they offer teachers and students alike an 
opportunity to interrogate the racist nature of the literary representation, and the 
ideologies embodied in such literary texts. In the context of schooling, a shift in literary 
representation suggests a need for curriculum designers who prescribe set works for 
teaching and learning to include in the literary syllabi some of the texts that relate to 
contemporary issues such as racism, gender-based violence, xenophobia and tribalism 
as challenges that face South Africa today. Such may include texts that relate to students’ 
lived experiences and reflect the potential of being able to contribute to the process of 
reconciliation and social transformation in post-colonial societies and the world in general. 
 
In this research, the differing perspectives regarding what constitutes benign literature in 
the literature class surely point to the need to employ pedagogic practices that are 
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capable of encouraging learning and critical engagement, thereby making students feel 
free to interrogate the issues raised in class and in the literary text itself. This, furthermore, 
calls for curriculum planners who prescribe texts for learning to select literary texts that 
are capable of highlighting historical and current issues prevalent around the world in 
order to create grounds for robust engagement between learners and teachers as well as 
amongst learners themselves (Kissack, 2000).  
 
2.5.2 Exploring the Relevance of Literature to Various Learning Areas 
  
 
This study acknowledges that literature could be used to understand humanity not as an 
object of politics only. The study accedes that literature should also be taught for its own 
sake, for enjoyment and appreciation of the literary narrative, with its use as a resource 
for language learning and cultural knowledge as a by-product. It acknowledges that 
understanding the role of literary art in its representation of society can also be achieved 
by dealing with emerging themes originating from the ordinary other than focusing on 
persons as given agents or victims of politics. In other words, literature can be 
appreciated, not only in so far as it captures the political or other real-life situations, but 
on the construction of narrative aimed at tackling and highlighting issues related to the 
natural environment, without necessarily using politics as its point of entry.  
 
In educational psychology and social sciences (geography and history) classrooms, for 
example, literature could be used as an effective medium to understand various social 
and natural challenges and predicaments to which humans are subjected. It is an effective 
tool with which to develop empathy with the people in various situations and the problem 
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they face. Literature helps in understanding the psychology of humans with real-life 
examples of fictional characters and plots (Vaishnav, 2017). Teachers of literature can 
also use literary art to develop in learners a sense of problem-solving skills and strong 
personality traits such as determination, moral courage, resilience, and how courageous 
fictional characters have changed societies and/or situations. 
 
In history classes, contemporary people can learn through various literature texts such as 
the works of William Shakespeare (and various other modern authors from a different 
mind-set or place) that often touch on historical moments that people throughout history 
have faced natural, social, economic and political challenges, had the same feelings and 
problems as we currently face, but managed to come out with a sense of goodness 
(Vaishnav, 2017). This is one way to cultivate in teacher-trainees as prospective teachers 
in the literature class the knowledge and skills to use literary texts as a medium to teach 
learners to resist apathy and to understand not repeat the bad historical practices.  
 
In geography classes, literature can be used to highlight natural phenomena such as 
droughts, floods, climate change and global warming, and to celebrate dramatic shapes 
and features of the earth. Also, literature that represents real-life settings can be used as 
an effective mode to advertise the country’s tourist attractions such as dramatic shapes 
of mountains and water falls (Vaishnav, 2017).    Apart from the use of literature as a tool 
for teaching and learning in the schooling environment, literary art such as satire, parody 
and bawdy episodes are well enough recognised forms of humour. In his editorial preface 
to The Comic Imagination in American Literature, Rubin (1963:iv) addresses the role of 
literature in creating humorous moments to entertain readers :  
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[Satire) is aimed at the risibilities, designed to make the reader laugh…. So when one 
sets out to think about it and to subject it to analysis, there is always the lurking suspicion 
that, in doing so, one is not only responding improperly, but behaving just a trifle 
ridiculously. 
  
From the above discussion, it is clear that literature offers ample scope of understanding 
human behaviours, feelings, thoughts and the universality attached with it. In other words, 
besides being an art form used for expression, it is also entertains, preserves cultural 
ideals, customs, and morals.        
 
2.6 CONCLUSION 
This chapter offered various definitions and interpretations regarding the concept of 
literature. It explored the historical background regarding the role of role of a university. 
The chapter proceeded to the section that sought to interrogate the ideological and 
theoretical underpinnings that informed the teaching of literature in the context of 
schooling. Of great importance in this section was a discussion on whether such teaching 
approaches encouraged critical thinking and reasoning and developed in learners an 
understanding of the role of literature in society. To achieve this, the section referred to 
various empirical studies conducted both in schools and at universities with the aims of 
establishing ways in which the content of the literary set works as well as the teaching 
approaches used related to the socio-political realities that shaped the country.  
Furthermore, the chapter looked at Cultural Heritage as an approach to teaching literary 
art to learners during Apartheid and post-Apartheid South African schools. In addition to 
this, a brief discussion on Cultural Materialism as the basis for literary criticism was made 
in order to highlight the role of literary art as viewed from a cultural perspective. 
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Notwithstanding the interrelatedness between history and literature, the chapter also 
offered a critical discussion detailing the effects of the use of literature to highlight 
sensitive topics that take place in society, thereby suggesting such issues to form part of 
a classroom discussion in an environment that is multicultural in nature. To do this, the 
chapter paid attention to various debates surrounding the use of literature in relation to 
society.  
This chapter also presented different case studies on the teaching of literature in different 
societies. It looked at various aspects of research conducted on issues related to literature 
in the context of schooling to establish the need for the current research project. In 
addition to this, the chapter also highlighted how various academic disciplines and 
learning areas can benefit from the use of literature as a medium to understand human 
behaviours through the appropriation of fictional characters to real-life situations. It 
showed how history, social sciences, psychology, and social justice as academic 
disciplines can make use of literature to develop conceptual and contextual 
understanding of human behaviours, natural occurrences and their resultant effects on 












This study is informed by post-colonial theory as a theoretical position that views 
colonialism as an enduring and ever-present process that influences and dominates 
socio-political, economic and cultural activities in postcolonial communities (Ashcroft, 
1946). The researcher argues that Ashcroft’s concept of post-colonial theory is relevant 
to this study as it is capable of forming the basis for the establishment of transformative 
literary pedagogic practices that are important in interrogating various issues that 
emanate from the process of colonialism. It is also necessary to stress that both Said’s 
(1978) and Fanon’s (2000) conceptions of post-colonial theory raise critical issues that 
are crucial in this study. As such, their theoretical perspectives are not ignored in this 
project as they are relevant to the central focus of the investigation. 
 
This chapter starts off by providing a brief discussion of colonialism to foreground the 
need to interrogate critically economic, political, ideological and social practices that 
characterise the once-colonised communities. This is followed by a brief discussion of 
neo-colonialism and de-coloniality in the context of post-colonial societies. The chapter, 
furthermore, introduces different literary theories, namely: the Marxist, poststructuralist 
and post-colonial theories, to highlight how these theories could form the basis for theory-




Moreover, these theories are presented specifically to highlight other relevant theoretical 
lenses through which students of literature can understand, critique and interrogate the 
on-going (neo-)colonisation of once-colonised nations by global capital and erstwhile 
colonial powers, which brings with it not only dependence on the all-powerful global 
market, but also casts one into subordination to economic, political and cultural 
domination by capitalist state (Olivier, 2019; Lazarus, 2011). It is also important to 
acknowledge that apart from the above theories, there are other important (and relevant) 
literary theories such as Leninism, post-modernism and neo-Marxism, to mention just a 
few, which can contribute meaningfully to this study. However, such theories are left out 
purely because of the limited focus of this study. The study further points out that these 
literary theories are all capable of exposing and interrogating various aspects of 
colonialism in post-colonial societies and the world in general (Olivier, 2019). The next 
section offers a brief discussion of colonialism. 
 
3.2 A BRIEF DISCUSSION OF COLONIALISM AND NEO-COLONIALISM  
 
3.2.1 Understanding Colonialism 
 
Colonialism can be understood as a practice of domination, which involves the oppression 
of the subjugated nations. It is important to record that colonialism as a concept is not a 
modern phenomenon. Documentary evidence provides a plethora of examples of one 
society gradually expanding by incorporating adjacent territory and settling its people on 
newly conquered territory (Olivier, 2019; Cesaire, 2000; Young, 2000). In this regard, 
reference is made to the period during which the ancient Greeks set up colonies as did 
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the Romans, the Moors, and the Ottomans, to name just a few of the most famous 
examples (Young, 2001). However, in the sixteenth century, following the technological 
developments in fast sailing ships, it became possible to reach distant ports and to sustain 
close ties between the centre and colonies. As such, the modern European colonial 
project emerged when it became possible to move large numbers of people across the 
ocean and to maintain political sovereignty in spite of geographical dispersion.  
 
In this study, colonialism as a practice of domination is not restricted to a specific time or 
place.  Accordingly, therefore, a distinction is made between colonies for settlement, on 
the one hand, and colonies for economic exploitation, on the other hand. In the context 
of this study, the term colonialism is used to describe the process of European settlement 
and political control over the rest of the world, including the Americas, Australia, and parts 
of Africa and Asia. While the former is described as “a disruptive, ‘decivilising’, 
dehumanising, exploitative, racist, violent, brutal, covetous, and ‘thingfying’ system” (the 
effects of which continue to affect the lives of indigenous people of once-colonised 
societies negatively) (Cesaire, 2000:32), the latter describes dependencies that are 
directly governed by a foreign nation without any direct forms of domination.   
 
Cesaire’s argument is concerned with the consequences of conquest for the colonised 
and the impact on indigenous social, political and economic organisation. It is on the basis 
of the enduring nature of colonialism that various scholars and theorists such as Ndlovu-
Gatsheni (2013), Maldonado-Torres (2007) and Ngugi wa Thiong’o (1986) argue that any 
claim to suggest that the colonial project has stopped is to trivialise how deeply 
colonialism continues to affect the lives of the citizens of previously colonised societies. 
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Furthermore, Maldonado-Torres (2007) also argues that the long-standing effects of 
colonialism have become avenues for control by former imperialist powers. 
 
 
The issue of the long-standing effects of colonialism has also been predicted by Marx 
(1993; Marx, 1998). While it is true that Marx himself never developed a theory of 
colonialism, his analysis of capitalism emphasised its inherent tendency to expand in 
search of new markets. In his classic works such as The Communist Manifesto 
and Grundrisse, for example, Marx predicted that the bourgeoisie would continue to 
create a global market and undermine both local and national barriers to its own 
expansion. This expansion, according to Marx, is a necessary product of the core 
dynamic of capitalism, that is, overproduction—a process that involves the import and 
export of humans from colonised nations as slaves and cheap-labourers to perform mass 
production of goods and other services.  
As a result of overproduction, Marx posits that competition among producers drives them 
to cut wages, which in turn leads to a crisis of under-consumption (Marx, 1993; Marx, 
1998). The only way to prevent economic collapse is to find new markets to absorb excess 
consumer goods. From a Marxist perspective, some form of colonialism is inevitable. This 
is so because by exporting population to resource rich foreign territories, a nation creates 
a market for industrial goods and a reliable source of natural resources. Alternately, 
weaker countries (as in the case of once-colonised nations) can face the choice of either 
voluntarily admitting foreign products that will undermine domestic industry or submitting 
to political domination, which will accomplish the same end. The submission to political 
82 
 
dominance by weaker once-colonised nations result in neo-colonialism, which is 
discussed in the next section. 
 
3.2.2 Understanding Neo-colonialism 
 
The voluntary submission to political domination by economically weakened countries as 
discussed above resulted in the control over and influence on post-colonial societies by 
former imperialist powers. In his theory of ne-colonialism, Nkrumah (1965) argues that 
what we see today in post-colonial societies is an enduring control of economic, political 
and cultural activities by states which formerly ruled such theoretically independent 
communities. He insists that neo-colonialism represents imperialist power of former 
colonisers who exercise their control through economic or monetary means and 
government policies. For him, the economic systems and geographical boundaries, to 
mention just a few, of post-colonial states are in reality directed and conceptualised from 
outside by the former colonial powers. 
  
Like Nkrumah, Fataar (2018) makes a similar claim that colonialism has never ended, but 
continues to shape the politics, economies and cultural activities of once-colonised 
nations. In Fataar’s (2013) understanding, the success of neo-colonialism in post-colonial 
societies is often achieved through relegation of indigenous knowledge to an inferior 
status, and the creation of modern colonial subjects. Fataar’s thinking is particularly 
relevant to this study, for it calls for universities and other learning institutions as complex 
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systems with different knowledge types across their various disciplines to contemplate 
frameworks that must form the basis for working out how decoloniality18 can be achieved.  
 
Nkrumah (1965) sees the exercise of power and control on underdeveloped societies by 
developed nations in terms of knowledge, economy and cultural activities as the worst 
form of neo-colonialism. He further contends that for those developed nations that 
exercise control over underdeveloped societies, it means power without responsibility and 
for those who suffer from the exercise of such control, it means exploitation without 
redress. In Nkrumah’s perspective, the effects of neo-colonialism, just like with 
colonialism before it, are the widening gap between the richer and poorer nations of the 
world. He reminds us that neo-colonialism is based largely on the principle of breaking up 
and dividing of former larger united colonies into a number of small weakened territories, 
which are often incapable of independent development. This is so that these weakened 
nations must rely on the former imperial power for economic and political survival.  
 
It is for this reason that he suggests the need to fight neo-colonialism as an enduring form 
of oppression and exploitation (Nkrumah, 1965). However, he cautions that any struggle 
against neo-capitalism should not be seen as an attempt to exclude the capital of the 
developed former colonial rulers, rather it must be aimed at preventing the financial 
powers of developed nations from being used in ways that impoverish the less developed 
countries. In many instances, Nkrumah argues, leaders in neo-colonial societies derive 
their authority to govern their weakened territories, not from the will of the people who 
often put them in their positions of authority through democratic processes, but from the 
                                                 
18 Fataar (2013: 2) defines decoloniality as a, “…call for a type of cognitive justice based on an overhaul 
and expansion of dominant knowledge canon.”  
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support which they obtain from the neo-colonial masters who, in many cases, are their 
former colonial imperialists.   
 
Consequently, he continues, neo-colonial leaders have little interests in developing the 
lives of the people in their societies. They show little interest, for example, in developing 
quality education systems that are capable of challenging colonial tendencies and 
oppressive practices (Nkrumah, 1965; Ndlovu-Gatsheni, 2013; Seroto, 2018). Instead, as 
Ndlovu-Gatsheni (2018) argues, education, curricula, universities, colleges and schools 
become a site for the reproduction of every kind of coloniality. In relation to this, Ritskes 
(2012) calls for the decolonisation project to push back the ongoing process of neo-
colonialism and its practices that permeate education, the media, government policies 
and common sense.   
 
In the context of this study, the decolonisation project should be understood to mean 
going beyond racism, beyond colonisation and oppression as it could run the risk of 
polarising people all over again as was the case with colonialism. Fanon (2008) 
introduces us to the concept of “refusal”, by which he means the process that contributes 
incessantly to the incremental constitution of a “new humanity”. In Fanon’s terms, it is the 
colonial powers that have subjected African nations to their exploitative occupation that 
should become the target of refusal. However, in post-colonial societies, the economic, 
globalising neo-colonialism of the repressive government policies and oppressive labour 
practices should be viewed as appropriate target for refusal. In relation to this 
revolutionary thought, Cherki (2011:132-33) points out that: 
This time is governed by a society of contempt, where the power of money triumphs 
and is erected as a true ideology inducing fear of the other, regardless of what form 
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it takes, from North to South. The ideology can be characterised by financial 
capital, corruption, subjugation of the impoverished, and a culture of fearing the 
other, which leads to exclusion …securing an atmosphere for hegemonic, 
repressive, and violent statements. 
   
It is exactly this kind of attitude in post-colonial states against which Fanon warns. He 
warns of post-colonial nationalism where the same structure of domination and 
confiscation of wealth is duplicated by the newly empowered. In relation to this, Cherki 
(2011:133) maintains that factory workers are outsourced, revolts and strikes suppressed 
and any form of revolt is deemed as inappropriate and illegal.  
 
In his The Postcolonial Unconscious, Lazarus (2011) observes that, 
…the newly inaugurated post-colonial regimes, initially at least, undertook to all manner 
of ambitious projects intended to improve the livelihood and welfare of their citizenry, from 
literacy and adult education campaigns to the reconstruction and provision of hospital, 
from building of roads and sewage facilities …, women were granted right to vote and to 
own property.       
 
He is also quick to point out that all these developments in post-colonial societies did not 
last long as the gap between the ‘people’ and ‘state’ widened rather than narrowed. 
Lazarus (2011) also argues that postcolonial communities now experience various forms 
of oppression such as human abuses, gender-based discrimination and regressive 
policies, undemocratic governments and tyrannical dictators continue to suppress the 
promise of true independence that informed their struggles for liberation from the colonial 
powers. He argues that postcolonial communities often find themselves in situations that 




...leaders and the ruling elite came to identify their own maintenance in power as being 
of greater importance than the broader ‘social’ goods of democratisation, opportunity, and 
equality, and they increasingly used repressive apparatuses and technology of the (often 
inherited from the colonial order) to enforce order and silence or eliminate opposition 
(Lazarus, 2011:5).  
Lazarus (2011) shows us how the post-colonial project as envisioned by such theorists 
as Frantz Fanon and Edward Said, has been abandoned by political leaders in 
postcolonial communities, who are trapped in what Fanon (1963) calls “petrification”, by 
which he means an excessively strong adherence to tradition in the face of the coloniser’s 
culture, which brings about the kind of paralysis of the economic development of the 
colonised peoples. 
 
In relation to the above, Fanon warns about the severity of petrification in post-colonial 
communities. He argues that political leaders in post-colonial states engage in a 
deliberate cultivation of petrification of people, which is designed to prevent criticism of 
their economically privileged position, and effectively prevent the decolonisation project 
from completing its intended purposes. This form of petrification of people, according to 
Olivier (2019), is designed to ensure complacency and reduce criticism of the post-
colonial regime. It is based on this that Fanon (1963:68) contends that, in the wake of 
liberation, the leader sensitised people to injustices and encouraged them to oppose 
unfairness, yet currently he acts against what he initially convinced them to do. Fanon 
(1963:68) further posits that,  
[t]he leader, because he refuses to break up the national bourgeoisie, asks the 
people to fall back into the past and to become drunk on remembrance of the epoch 
which led up to independence. The leader, seen objectively, brings the people to 
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a halt and persists in either expelling them from history or preventing them from 
taking root to it. 
In relation to this, Olivier (2019) argues that it is easy for people in post-colonial societies 
to remind members of society about the sad injustices to deflect attention from neo-
colonisation where one needs to “take root” to be able to resist it. Fanon’s (1963) concept 
of petrification is particularly relevant to the evolving forms of colonisation that 
characterise ‘post-colonial’ societies today.   
 
Against the above tendencies, Lazarus (2011) speaks of the need in post-colonial 
communities to do more than just observing the collapse of the post-colonial project at 
the hands of greedy and corrupt politicians. He urges post-colonial communities “to take 
central cognisance of the unremitting actuality and indeed the intensification of imperialist 
social relations in the times and spaces of the postcolonial world” (Lazarus, 2011:17). His 
critique of post-colonial societies requires one to interrogate carefully the emerging 
tendencies of economic, social and political relations between post-colonial communities 
and their former colonisers. It requires scholars to expose the significant problems and 
insurmountable inequalities that have increased since independence.  
 
Lazarus further informs us that in post-colonial states, colonialism as a process widely 
understood by post-colonial theorists and scholars has taken a completely different 
approach from its preceding form of direct colonial invasion. In fact, to use Bennett’s 
(2013: 288) exact words, it now “operates in de facto fashion with complete unchecked 
bigotry”. It is this unchecked bigotry that requires critical interrogation by literary scholars 
and teachers in the literature classroom. It is for these literary scholars to realise, for 
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example, that women, and especially women minority, and immigrants in post-colonial 
communities are problematically limited in many areas of life than what they were under 
direct colonialism. Lazarus’ (2011) thinking is particularly relevant in the teaching of 
literature for social transformation. His critical interrogation of dominant theories 
associated with post-colonialism and their limitations would empower teacher-trainees to 
go beyond racism and other forms of exploitation inherent in neo-colonialism as a 
process. His critical approach to dealing with post-colonial struggles also highlights the 
need to engage critically with the issue of power relations between the former colonial 
powers and the formally marginalised nations. One way to achieve this is to repurpose 
the role of education in post-colonial communities in which various disciplines of 
knowledge play critical roles that contribute to the processes of decoloniality  in order to 
challenge various domains of power (such as knowledge, economy, politics, education, 
and intellect) which still remain colonised in post-colonial societies. 
 
The concept of decoloniality can be understood as a school of thought that calls for a type 
of cognitive justice based on an overhaul and expansion of the Western knowledge 
Cannon (Fataar, 2018).  This school of thought calls for knowledge pluralisation—an 
incorporation of the complex ways of knowing of subaltern and all previously marginalised 
groups (Fataar and Subreenduth, 2015). This study argues that decoloniality is important 
in post-colonial communities as it advocates for an inter-cultural understanding of bringing 
together all forms of human knowledge to gain new concepts interculturally and develop 




The incorporation of knowledge from literary studies with other related academic 
disciplines such as history, law, social sciences and social justice (as discussed in 
Chapter 2) would equip literature students with an all-rounded knowledge to challenge 
coloniality of power and epistemological hierarchies brought about by neo-colonialism 
and global capitalism. This also assists literature students in understanding how the 
current “global-political” order has been constructed, constituted and configured into a 
racially hierarchised, Eurocentric power structure. This could be one way to use literature 
effectively to expose socially situated power relations, which often manifests itself in 
various forms of enablement including, amongst others, the exploitation of the “other”. 
The issue of social power relation is highlighted in the Marxist theory as discussed below.   
 
3.3 MARXIST THEORY: AN APPROACH TO LITERARY CRITICISM 
As a theory first developed by Karl Marx, a German, who focused on the economic 
realities of human culture, Marxist theory argues that our primary goal as human beings 
is to obtain and keep economic power through all our social and political activities (Tyson, 
2006). It further argues that economics forms the foundation of all socio-political and 
ideological realities (Tyson, 2006). According to Marxism, it is these socio-political 
ideological realities that create divisions between the bourgeoisie and the proletariat in 
society. Also, Marxism has most often been identified as a theory of political change 
(revolution). Its theoretical analysis draws quite directly on real concrete issues and 
problems. Marxist theory provides political criticism and reflects a moral attack on social 
relations under capitalism. Its argument offers two strands of materialism, namely: 
historical and dialectical materialisms, as discussed in Chapter 2.  
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Within the context of this study, the two strands of materialism are particularly important, 
because, firstly, they provide the basis from which colonial and post-colonial discourses 
are critiqued and analysed and, secondly, they establish the interconnectedness between 
literature, ideology and the society it seeks to represents (Culler, 1997). Eagleton (2002) 
argues that Marxist literary criticism should not be seen simply in academic terms. 
Instead, he argues that it should be treated as part of a larger body of theoretical analysis 
geared towards understanding ideologies—the ideas, values and feelings by which 
humans experience their societies at various times. It is important in the context of this 
study to note that such ideas, values and feelings are made available to us through literary 
texts. The study argues that to understand ideologies is to grasp both the past and the 
present more deeply, and such understanding contributes to our liberation and 
transformation processes. In the literature classroom, Marxist criticism plays a role in 
making students understand the crucial link between literature and historical conditions.  
 
In this study, it is important to acknowledge that reading literary art does not in itself lead 
to transformation and/or changes in the course of history. Rather, I argue that art can be 
an active element in such changes.  From this perspective, one can argue that literary 
works are forms of perception, they are particular ways of understanding the social world; 
and as such “they have a relation to that dominant way of seeing the world which is the 
‘social mentality’ or ideology of an age” (Eagleton, 2002:5). Therefore, ideology, in turn, 
is the product of the social relations into which humans enter at a particular time and 
place.  It is the way in which class-relations are experienced, legitimized and perpetuated 
in societies. Ideology denies humans freedom to choose their social relations, rather, they 
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are constrained into them by material necessity—by the nature and stage of development 
of their mode of economic production (Eagleton, 2002). 
 
Eagleton further argues that it is important first of all to understand the complex, indirect 
relations between literature and the ideological worlds they seek to represent—relations  
which emerge not just in ‘themes’, but in such literary features as style, rhythm, image, 
quality and form. Eagleton (2002) is also quick to point out that to understand ideology 
we need to recognise the role it plays in the society as a whole—how it consists of a 
definite, historically relative structure of perception which underpins the power of a 
particular social class. In the context of this study, I acknowledge that this is not an easy 
task, since an ideology is never a simple reflection of a ruling class’s ideas. On the 
contrary, it is always a complex phenomenon, which may incorporate conflicting, even 
contradictory, views of the world. In the literature classroom, the pedagogic practices in 
the teaching of literature must empower students to analyse critically the relations 
between different classes in their society, thereby interrogating where those classes stand 
in relation to the mode of production. 
 
In his Ludwig Feuerbach and the End of Classical German Philosophy, Engels (1888) 
remarks that literary art is far richer than political and economic theory because it is less 
purely ideological. He points out that literature can be used to show how people may try 
to make sense of their experiences in ways that prohibit a true understanding of their 
society, ways that are consequently false. From this assertion, it can be argued that 
literature, as an artistic expression, originates from an ideological conception of the world. 
92 
 
In the teaching of literature, Marxism can assist in creating an awareness amongst 
students about the relationship between literature and ideology. Marxism empowers 
students with skills to critique literary works, thereby interrogating the historical period of 
their making in order to establish possible ideological intents such literary works embody.  
 
Eagleton (2002) also adds that literature is an ideology in a certain artistic form, and that 
it also functions as an expression of the ideologies of its time. This position tends to see 
literary works merely as reflections of dominant ideologies. However, this position is 
unable to explain, for one thing, why so much literature actually challenges the ideological 
assumptions of its time. It is on the basis of this lack of clarity that Marxism is viewed as 
a theoretical lens that equips students and teachers alike with skills to understand that 
literature always transcends the ideological limits of its time—it provides us insight into 
the realities which ideology hides from view. In other words, Marxism assists in 
establishing the interconnectedness between literature and society, and to expose and 
challenge certain ideologies that shape out perceptions of the social world. 
 
This interconnectedness is also revealed by such literary critics as Lukàcs (1978) who 
asserts that literary art is the product of real events; it is an artistic form of expression 
shaped by the impact of political and social changes. Marxist theory is relevant to this 
study as it deals with the historical forces that shape our psychology (Tyson, 2006). In 
other words, our societal and/or class conflicts and psychological wounds are the result 
of ideological forces exemplified in the culture of dominance. The issue of literature as a 
symbolic representation of society in which the writer does not take the world for granted 
93 
 
but re-creates it, revealing its true nature as a constructed product, has been the central 
focus of the English Marxist criticism in the 1930s.  
 
This view of the role of literature in society claims that the writer awakens in his readers 
a critical spirit to interrogate the ideologies that shape the social world, rather than merely 
satisfying their consumer appetites (Eagleton, 2002). This view is also shared by Marx 
and Engels (1976) who view literature as a social criticism and analysis. Like the English 
Marxist criticism, Marx and Engels present the literary artist as a social enlightener whose 
artistic work should become an instrument of social development. They further argue that 
art reflects social reality, and must portray its typical features. 
 
The above views are also amplified by Lenin (1971) who goes further and calls for an 
openly class-partisan literature that must become a component of one great social 
democratic machine. For Lenin, neutrality in writing is impossible. In contrast to this view, 
Engels (1885) in his letter to Minna Kautsky argues that although he is not averse to 
literature with a political ‘tendency’, he believes it is wrong for the literary artist to be 
openly partisan. He insists that the political tendency in literature must emerge 
unobtrusively from the dramatized situations. He further contends that it is only in this 
indirect way that revolutionary literature can work effectively on the bourgeois 
consciousness of its readers.  
 
Like Engels, Plekhanov (1953) refuses to put literature at the service of party politics, and 
distinguishes between the social functions of literature and its aesthetic effect. However, 
like the revolutionary democratic critics, he, too, holds a belief that literature ‘reflects’ 
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reality. For him, it is possible to ‘translate’ the language of literature into that of sociology—
to find the ‘social equivalent’ of literary facts. This view considers the writer as an artist 
who translates social facts into literary ones, and that the critic’s task is to de-code them 
back into reality. For Plekhanov, and Lukács, the writer reflects reality most significantly 
by creating ‘historic individuality’ in his characters, rather than depicting mere individual 
psychology. 
 
The question of revolutionary literature and its use of language has been challenged by 
various literary scholars and theorists, especially because of particular theoretical 
confusion regarding literature’s purported ability to reflect on social issues (Williams, 
1997). That confusion, first noted by Raymond Williams (1997), lies in the fact that such 
a view seems to regard literary art as the passive ‘reflex’ of the economic base. Williams 
contends that Marxism does not add much to the understanding of language, therefore 
Marxists have a responsibility to reimagine the role of language in literature in relation to 
the culture it carries. He explains how words, signs, gather meaning through cultural 
usage and social interactions, and how the meaning of words are changeable. For this 
reason, Williams believes that Marxism in its dealing with literature must consider 
language alongside culture. He argues that literature has over the years changed its 
meaning, purpose, and value following capitalism. He insists that literature is no longer 
so much about the inherent act of writing itself, but how the writing is received and 
reviewed. Williams (1997) contends that the value of literature is now commodified, and 




In the context of this project, I argue that literary art (that uses as its medium language—
a social construct) does not exist in a timeless, aesthetic realm; rather it is the product of 
socio-economic and ideological conditions of the time and place in which it was written. 
This theoretical perspective assists literature students to critically engage with literary art, 
thereby challenging the issues raised in literary texts. Through the use of Marxist theory 
as an approach to literary criticism, students of literature are able to expose certain 
ideological tendencies often prevalent in literature that seeks to represent and, in the 
process, disregard the voices of the marginalised subordinate groups. It is probably these 
tendencies in Western literature that lead Marx to view literature, as an ideological 
superstructure, that sees a one-way deterministic causal relationship between classes. 
 
In the context of this study, Marxism and post-colonial theory, are equally important in 
providing teachers of literature with critical insight into the role of literature in society. 
Although they may be similar and dissimilar in some areas, they both deal with socio-
economic and political ideologies, which are the basis for unequal power relations 
between social classes. In the first place, for example, Marxism deals with ideologies 
such as capitalism, patriotism, religion, communism, classism, even racism and shows 
how these drive human beings in making economic and political decisions that are more 
than often repressive. In the same way, post-colonialism looks at how Western countries, 
controlled by their ideologies about certain peoples, races, and languages, repress other 
countries around the world (Said, 1978). Such Western ideologies include, amongst 
others, racism and Eurocentrism. These ideologies give the colonisers certain 
impressions about the indigenous peoples with which they indoctrinate them. It is these 
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ideas that are said to give the colonised a sense of low self-esteem for themselves and 
their culture (Fanon, 2008).  
 
In the second place, these theories may be dissimilar in the way that Marxism looks at 
economic and political outcomes of people’s ideologies whereas post-colonialism looks 
at more of the cultural and psychological outcomes of Western colonialism. However, in 
this study, these theories are especially relevant as they assist students in critically 
interrogating particular discourse, and ideologies in literature confined to the Western 
world, which is often the central focus in Marxism. Post-colonialism also assists students 
of literature to critically engage with literary art in third world countries in ways that make 
them challenge certain discourses that characterise literature of former imperialist 
nations. In relation to these theories, therefore, this study argues for the need to introduce 
pedagogic practices in the teaching of literary art, which are rooted in, and informed by, 
literary theories.  
 
Such literary theories are important in that they, first, enhance students’ understanding of 
the role of literary art in dealing with ideological forces that shape the world, and, second, 
assist teacher-trainees in realising how literary theory is capable of instilling in learners a 
sense of critical spirit and reasoning as well as skills to interrogate issues that shape their 
views of the material world. These theory-driven possibilities, this study argues, makes 
teacher-trainees realise, as Lukàcs (1978:74) puts it, that often, “the aspiration of [certain] 
writers has been the artistic reproduction of reality; fidelity to reality, the unsparing effort 
to render reality comprehensively….”  The teacher-trainees understand that the aspiration 
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to render reality more comprehensible and realistic in Lukàcs’ world is an attempt by 
literary artists to establish a close relation between literature and society.  
 
From the above view, the interrelatedness of literature, theory, and society thus neither 
admits the separation of human experiences, nor encourages the isolation of social 
historical processes that have shaped our post-colonial community as we see it. Instead, 
as factors contributing to societal development, cultural diversity and human freedom, a 
theory-driven pedagogic practice serves as a mediating tool and, literature, as a social 
expression, forms a special and peculiar part of the whole historical context on which to 
begin the process of transformation is our society. This suggests that both literary theory 
and art have definite and specific functions and are capable of exposing existing power 
relations between classes. The next section introduces poststructuralist theory as an 
important approach to literary criticism in the literature classroom. 
 
3.4 THE POSTSTRUCTURALIST THEORY: AN APPROACH TO LITERARY 
CRITICISM  
 
Poststructuralism can be understood as a wave or an intellectual movement  of academic 
output largely recognised for its opposition to the structuralist movement developed in the 
1950s (Darkins, 2017), which argues that any social element such as states and persons 
exist only in particular structured relations linking them to other existing social elements 
in a system, and that the only way to understand any of these social elements is by 




Although poststructuralists are generally seen to object to certain aspects of structuralism 
such as the essentialist individualism typical of liberalism and sceptical of its resultant 
political outcomes such as universal human rights policies, it is important to acknowledge 
that poststructuralists remain faithful to some of structuralist beliefs. These beliefs include, 
amongst others, their shared claim that fields of action such as economics and politics 
can be analysed as semiotic structures.  It is equally important to state, however, that 
poststructuralists distance themselves from an acceptance of ‘value-free’ descriptions or 
explanatory analysis. Instead, as a school of thought, poststructuralist theory challenges 
this perspective and rejects its scientific and positivist stance, unlike structuralists who 
believe that language is key, and the words and sentences do not reflect or represent 
anything in the material world. Poststructuralists, who accord centrality to language, view 
the concept of ‘power’, as a representative phenomenon rather than a concrete, material 
entity (Darkins, 2017).  
Central to poststructuralist’s concerns is to challenge the aims and motives of existing 
theories and discourses. In the context of this study, poststructuralist theory is relevant 
as it is used as a tool for literary discourse analysis. This is especially important in that it 
does not seek to establish a specific world view of its own. Instead, as Foucault (1997: 
24) argues, poststructuralist critique “only exists in relation to something other than itself.” 
Informed by this, this study argues that poststructuralist critique on literary discourse 
equips students of literature with relevant analytical skills to critique the issue of power 
relations between groupings in societies. It needs to be said that the concept of ‘critique’ 
in this study is not used interchangeably with ‘criticise’. Foucault (1997:43) differentiates 
between these terms when he describes ‘critique’ as a practice that “suspends judgment” 
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and seeks to “offer a new practice of values based on the very suspension.” This, in other 
words, suggests that poststructuralist thinking does not seek to make value judgement. 
Rather, it argues that to make such a value judgment or to suggest a replacement action 
or thought, one has to operate from within an existing framework of generally agreed 
definitions and principles (Darkins, 2017).  
However, through ‘critique’, the poststructuralist seeks to engage in a critical way that in 
the main problematises and destabilises a framework that would otherwise be taken for 
granted, thereby creating a space for the establishment of a new reality or ways of looking 
at the material world. It does so by looking at how language, for example, is used to 
explain the social world. Poststructuralists argue that there is no reality external to the 
language we use in understanding the world. In relation to this, they believe that,  
when we say something about the world we also inevitably say something about our 
conception of the world—something that is linked not to the facts and phenomena we try 
to comprehend but to the assumptions and conventions of knowing that we have acquired 
over time and that have become codified in language (Nietzsche in Bleiker & Chou, 2010: 
9).  
 
The above perspective suggests that all aspects of human experiences are fundamentally 
textual. It further suggests that critiquing a text or a discourse, for example, is to critique 
the world itself. This school of thought allows poststructuralists to deal with issues of 
dichotomies in each text. Consistent with this view, for instance, Derrida argues that the 
very structure of thought in the Western tradition was drawn from such binary opposition; 
thus, suggesting that things are defined largely by what they are not.  In the context of 
this study, Derrida’s thinking is especially relevant as it calls for critical engagement when 
dealing with literary representations of the social world. Post-structuralism is important in 
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this study as it empowers teacher-trainees as teachers of literature with the necessary 
skills to critique certain literary representations and practices that shape their immediate 
environment.  
The use of poststructuralism as a theoretical approach to literary criticism in the teaching 
of literature in HEIs allows teacher-trainees to interrogate and disturb the self-evidence 
of literary representations of the social world around them. In relation to this, Sterling-
Folker (2006: 159) argues that post-structuralism is important as it is capable of 
encouraging scholars to expose domination, oppression and injustices that prevail. In the 
context of this study,  Sterling-Folker’s perspective presents three extremes: firstly, as 
teachers of literature, teacher-trainees are invited to de-naturalise or de-familiarise that 
which certain literary theories, literary representations, other academic disciplines or 
common sense take to be self-evidently true and morally desirable. Secondly, they are 
challenged to use their knowledge of literature to critically engage with social issues, 
thereby focusing on the local, inconspicuous, undramatic, and banal practices and 
strategies through which we naturalise the social world. Lastly, as critical agents who 
bring into the classroom a wealth of knowledge in relation to the role of literature in 
society, teacher-trainees are empowered to treat whatever they explore as sui generis, 
thus unaccompanied rather than as a member of a class about which they are asked to 
generalise.  
 
All these suggest that as teachers of literature, teacher-trainees are not reduced to simply 
doing mere descriptive analysis of features of literary texts, but encouraged to delve into 
the holistic complexity of phenomena, events and practices, thereby attempting to reveal 
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their underlying ideologies and contestability of their semantic structures. The study 
further argues that the poststructuralist theory as an approach to literary criticism (and as 
an important tool for social critique) is particularly relevant in the training of teachers of 
literature. This is so because poststructuralism sets as its targets in the human sciences 
power, identity, the will to truth and all kinds of marginalisations or exclusions of deceitful 
subjectivities and aberrant practices (Sterling-Folker, 2006). As such, it is capable of 
empowering teachers of literature with skills to deconstruct oppositional and hierarchically 
organised dualities which determine how people make sense of the social world and 
which create conditions of possibilities for some policies and conditions of near 
impossibility for others.  
Against the above background, it is clear that the poststructuralist theory in the literature 
class is indeed, to use Merlingen’s (2013: 5) exact words, “…a powerful tool for reflecting 
about, questioning and escaping the conceptual jails imposed by good or common sense 
as defined by popular culture or by best practice as defined by dominant academic 
schools.” In other words, as teachers of literature, students in the literature classroom will 
appreciate the denaturalising mode of analysis and the dismantling nature of 
poststructuralist theory as it may inspire them to realise that because of the manner in 
which people and things are arranged in the social world, it is ultimately without any 
secure foundation or structure, the social world can simply be reconstructed or re-
arranged to make it less oppressive, more diversified and inclusive (Merlingen, 2013).  
 
The issue of the social world and its super structure is largely advanced by Marxist 
theorists such as Harvey (1992), whose argument adheres to the philosophical realism, 
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which is a belief that social realism exists independently of our accounts of it. Such a 
belief relates to the classical definition of truth, according to which a statement is true or 
false in virtue of the state of the world (Merlingen, 2013). Marxism further argues that 
social reality is configured and causally shaped by social structures that are not readily 
visible or tangible, which operate behind our back as humans. For instance, Harvey 
(1992) claims that such a structure is the underlying logic of capitalist accumulation and 
its crisis tendencies. Lastly, proponents of Marxism believe in the possibility of a future 
utopia, following the reorganisation of social and economic life. 
In contrast to these, poststructuralist critics reject philosophical realism in favour of 
nominalism. Firstly, they argue that words or statements are nothing more than just that: 
words or statements. They contend that words do not in any way capture, reflect, mirror 
or correspond to an external reality. Unlike Marxist theorists, poststructuralists believe 
that there are no ‘ready-made’ objects such as social structures. Instead, according to 
them, social structures are constituted in and through discourse, which implies that they 
do not have any essence, nature or logic independently of the meaning system in which 
they emerge. In relation to the utopian society, poststructuralists are sceptical of this sort 
of a narrative, they instead hold a belief that emancipation can never lead humankind into 
a world free of power and oppression and that, therefore, the best strategy is to pursue 
local and issue-specific struggles to limit concrete, clearly delineated manifestations of 
oppression, exploitation and discrimination.  
Although these are big differences between Marxism and post-structuralism, there are 
also especially important points of contact that benefit teachers of literature in the 
literature class. These points of contact include, amongst others, their genealogical 
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orientation, and their shared understanding of the double-sided nature of power. In the 
context of this study, literature students can make use of both historical materialism, in 
the context of Marxism, and poststructuralism to show that natural phenomena are 
transitory and (Choat, 2010:112). Also, both Marxism and poststructuralism appear to 
agree on their conceptualisation of power as being at the same time repressive and 
productive, that is, producing subjectivities and modes of life (Merlingen, 2013). The issue 
of the productivity of power is also discussed by Foucault (1998:141) who explores it in 
relation to the development of capitalism, arguing that a form of power that both 
disciplines and optimises the capacities of individuals, was crucial for enabling the 
capitalist to proceed with planned incorporation of bodies to ensure quality production.  
 
In the same way, Marx (1993:92) argues that capitalist production itself is not simply about 
the deployment of social power to produce goods and services but also about the capacity 
of social power to produce the subjectivities and forms of life of workers.  This theme is 
further picked up and elaborated by neo-Marxists Hardt and Negri, both of whom use the 
term biopolitical production to refer to the emergence of new subjectivities in post-
capitalist states, forms of subjectivity which they see embodied in an immaterial 
proletariat, whose members value autonomy, cooperation, creativity, for whom work is 
co-extensive with life and who oppose traditional forms of political representation, which 
is often the focus of post-colonial theory, which is discussed in the next section.    
3.5 UNDERSTANDING POST-COLONIALISM: A BRIEF DISCUSSION  
In order to contextualise post-colonial theory appropriately as a theoretical position that 
guides this study, it is necessary to first provide a brief discussion of the concept of post-
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colonialism. Post-colonialism could be understood as a theoretical approach that is used 
to understand the decolonisation project in post-colonial societies (Hegemann, 2005). Its 
primary goal is to account for and combat the remnants and influence of colonialism on 
culture in post-colonial communities.  It is important to state at the outset that part of its 
ultimate goal is not to restore or salvage the past world, but to learn how post-colonial 
communities can move forward beyond the colonial period towards a place of mutual 
respect between the colonised and the colonisers (Chousein, 2013). Furthermore, post-
colonialism seeks to create and/or clear a space for multiple voices (of the subalterns) 
that have previously been silenced by ideologies.  
 
In the context of this study, it is my belief that this space must first be cleared in academic 
institutions where literature, history studies, sociology, philosophy and other academic 
disciplines in which the voices of the subalterns are often disregarded. The issue of 
clearing space for the multiple voices in HEIs is also promoted by such post-colonial 
theorists as Edward Said (1978) who, in his book Orientalism, provides a clear picture of 
scholars who would study people of the subjugated nations, and did so while disregarding 
the views and actual experiences of those they actually studied, thereby relying instead 
on the intellectual superiority of themselves and their peers. 
 
Seroto (2018) also posits that the colonisation of the mind through the schooling systems 
such as universities, colleges, churches was aimed at destructing and devaluing 
indigenous people’s views and social practices as related to literature, history, religion 
and education. Both Ngugi wa Thiong’o (1986) and Seroto argue that the colonisation of 
the mind, which was more destructive than the colonisation of material resources was 
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achieved through the inculcation of Western epistemologies and the silencing of the 
voices of the indigenous people. 
 
From this point of view, this study contends that the critical nature of post-colonialism 
should entail challenging certain ways of thinking, thereby creating space for the 
marginalised groups to produce alternatives to the dominant discourse. Post-colonialism 
as theoretical approach, this study argues, demonstrates the heterogeneity of colonised 
nations by analysing the uneven impact of Western colonialism on different places, 
people and cultures. It achieves this, the study continues, by offering various ways in 
which relations, practices, and representations of the past are transformed, and, the study 
adds, by studying the connections between the centre and the periphery of the empire. It 
recognises, the study concludes, that there was, and still is, resistance to the West, which 
resistance is practised by many, including the subaltern, a group of the marginalised, and 
the least powerful.  
 
In addition to the above, one of the most critical themes in post-colonialism is the issue 
of cultural identity in colonised nations. These include: firstly, the dilemmas of developing 
national identity after colonial rule; secondly, the ways in which post-colonial writers 
articulate and celebrate that identity (often reclaiming it from, and maintaining strong 
connection with, the colonisers); thirdly, the way in which the knowledge of the subjugated 
people has been generated and used to serve the interests of the coloniser; and lastly, 
the ways in which the coloniser’s literature has justified colonialism through images of the 
colonised as perpetually inferior people, society and culture (Chousein, 2013). It is also 
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important to note that these inward struggles of identity, history, and future possibilities 
often occur with the aid of post-colonial structures of power such as political and academic 
institutions that perceive the West as a source of economic emancipation and knowledge 
respectively.    
The researcher argues that it is these post-colonial structures of power that often help in 
creating binary oppositions in the way in which the Westerner perceives the Orient or 
subalterns (Chousein, 2013). Said (1978) makes it clear that the Orient and the Occident 
were distinguished as different from each other mainly based on what the West has 
created of the Orient as in the case of Conrad’s (1994) Heart of Darkness . This study 
argues that it is these binary oppositions that justify the coloniser’s self-perceived 
responsibility to rule the subjugated people. As a theoretical approach that highlights a 
critical response to colonialism, this study insists that post-colonialism should be seen as 
responding to more than the merely chronological construction of post-independence, 
and to just more than the discursive experiences of imperialism. Instead, it should be seen 
as referring to the enduring oppressive force of oppression, that continues to exist through 
different (or new) relationships concerning power and the control and/or production of 
knowledge (Chousein, 2013).  
 
This view is shared by Ashcroft (1946) who argues for the ‘de-hyphenated’ post-
colonialism to suggest that the once-colonised world cannot be said to have moved 
beyond colonialism.   Ashcroft’s (1946) de-hyphenated postcolonialism could be seen as 
rather a state of fighting against the cultural domination that colonialism imposes on the 
colonised subjects. It thus involves a condition in which the coloniser usually attempts to 
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retain power, whilst the colonised attempts to liberate themselves from the oppressive 
force that exerts its influence in terms of cultural activities, land, identity, sexuality and 
race. 
This study therefore builds on Ashcroft’s (1946) belief that colonialism continues to 
influence and dominate socio-political, economic and cultural activities that take place in 
postcolonial settings, concurrently with post-colonialism. In this study, Ashcroft’s notion 
of post-colonialism was chosen for its ability to reveal the longevity and dynamism of the 
interplay and contradictions between the culture of the subaltern and that of the coloniser 
(Said, 1978). To discuss this, the study looks at such concepts as the “Left Behind”, which 
means the inculcation of certain colonial cultures, values and discourses that denigrated 
the culture of morals and even physical appearance (race, gender, disability, ethnicity 
and nationality) of formerly (and currently) subjugated people (Said, 1978; Boehmer, 
2005). The next section discusses post-colonial theory. 
 
3.5.1 Post-colonial Theory: A Theoretical Lens that Guides the Study 
Marx’s (1852) series of articles published in the the New-York Daily Tribune about his 
criticism of colonialism are believed to have influenced both post-colonial theory and anti-
colonial independence movements around the world (Young, 2001). Marx’s critical 
analysis of colonialism draws attention to the material basis of European political 
expansion. He argues in his articles that the penetration of foreign British commerce in 
India, for example, causes a great deal of human suffering (Marx, 1852). From Marx’s 
perspectives, post-colonial and anti-colonial theorists have drawn attention to practices 
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of representation that reproduce a logic of subordination that endures even after former 
colonies gain independence (Young, 2001).  
 
From this perspective, the field of post-colonial studies influenced by Edward Said’s 
ground-breaking book Orientalism and Michel Foucault’s technique of discourse analysis, 
for example, to the production of knowledge about the Middle East, was developed. The 
term orientalism describes a structured set of concepts, assumptions, and discursive 
practices that are used to produce, interpret, and evaluate knowledge about colonised 
peoples. Said’s analysis make it possible for scholars to deconstruct literary and historical 
texts in order to understand how they reflect and reinforce the imperialist project (Said, 
1978). In the context of this study, orientalism can be seen as an attempt to extend the 
geographical and historical terrain of the poststructuralist critique of Western 
epistemology. 
Against this background, post-colonial theory, a literary criticism that guides this study, 
assists in interrogating the concept of othering in post-colonial settings. Fanon (2002) 
highlights the role of individuals in defending post-colonial communities against any forms 
of colonial exploitation. He challenges oppression and enslavement in post-colonial 
communities (Fanon, 2000:44). Fanon’s sentiments are particularly important in this study 
as they talk to the need to address such issues as racism and other forms of exploitation 
so prevalent in postcolonial societies. His observation of various reactions to colonialism 
by subjugated individuals are that such individuals or nations or sections of population 
are made to admit the inferior or unrealistic nature of their own biological structure and 
socio-economic status. This is because the colonised groups are often described in 
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negatives terms as weak, corrupt and dirty and their cultures are seen as decaying 
versions of a past grandeur (Said, 1978).  
 
 In the case of xenophobic violence in post-colonial South Africa, for example, this 
negativity often becomes a generalised discursive feature that constitutes the grounds on 
which to isolate, attack, denigrate and humiliate others on the basis of nationality 
(Choane, Shulika and Mthombeni, 2011; Oluwaseun, 2016). This negative description, 
view and (mis)representation of the ‘Other’ is often ratified by other economic and social 
forces to the maintenance and consolidation of oppressive colonial practices. Therefore, 
two different reactions emerge: some, on the one hand, try to follow their cultural traditions 
while others, on the other hand, try to acquire the culture of the dominant nation.  Informed 
by these reactions, Fanon calls for literature to challenge the remnants of colonial 
oppression, thereby moving away from the culture of subjugation – the imposition of 
dominant ideologies on the Orient, to use Said’s (1978) concept. In the schooling system, 
this calls for the teacher of literature to take on progressively the habit of challenging 
various (mis)representations of the subjugated.  
 
The issue of (mis)representation of the ‘Other’, and the acquisition of the dominant 
ideologies by the subjugated, is also taken up by Said (1978) who developed the notion 
of orientalism, by which he is able to understand a collection of (mis)representations of 
the Orient in Western culture, science, politics and literature and to observe how such a 
collection transforms itself into a powerful political instrument of Western domination 




Said (1978:6) further explains that this collection of (mis)representations about the Orient 
caused a materialistic view influencing the way the teaching of literature is approached. 
In this way, Orientalism became an instrument for maintaining “content” and/or 
hegemony, a voluntary reproduction by the subjects of the social reality. In explaining the 
relations between knowledge, cultural and political hegemony, Said (1978) argues that 
there is no “pure” knowledge, but rather all knowledge is shaped by ideological positions. 
This argument, according to him, also applies to literature. The relationship between 
ideology and literature, according to him, is not simplistic at all, but still it is inevitable. He 
describes this link in the following way: 
Orientalism is not a mere political subject matter or field that is reflected passively by 
culture, scholarship, or institutions; nor is it a large and diffuse collection of texts 
about the Orient; nor is it representative and expressive of some nefarious "Western" 
imperialist plot to hold down the "Oriental" world. It is rather a distribution of 
geopolitical awareness into aesthetic, scholarly, economic, sociological, historical, 
and philological texts… it is, rather than expresses, a certain will or intention to 
understand, in some cases to control, manipulate, even to incorporate, what is a 
manifestly different (or alternative and novel) world; it is, above all, a discourse that 
is by no means in direct, corresponding relationship political power in the raw, but 
rather is produced and exists in an uneven exchange with various kinds of power, 
shaped to a degree by the exchange with power political, … intellectual, … cultural 
…[and] moral… (Said, 1978:12). 
 
Logically, therefore, Said interrogates and, in the process, explains how history and 
literary theories, novel-writing and poetry, for example, came to the service of 
Orientalism's broadly imperialist view of the Other. He further explains how various travel 
accounts, literary fiction and historical texts, serve as the lenses through which the Other 
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is perceived (Said, 1978). This explains how the European in such writing as Conrad’s 
The Heart of Darkness, for example, examined how the image of the native in the Congo 
was shaped gradually by various literary scholars in the course of time. He further 
explains how the narrative structures employed in such literary representations would 
make coherent a huge mass of random facts about the Orient into texts and imposed 
upon the Orient the European version. Said (1978:94) once again argues that the West 
encountered the Orient through the text. He clarifies this by exploring various ways to 
show how that although “expertise” and “competence” represented in texts might be far 
from “reality,” the cultural view of the Orient will continue to reproduce itself. In relation to 
this, he argues: 
A text purporting to contain knowledge about something actual … is not easily 
dismissed. Expertise is attributed to it. The authority of academics, institutions, and 
governments can accrue to it, surrounding it with still greater prestige than its practical 
successes warrant. Most important, such texts can create not only knowledge but also 
the very reality they appear to describe. In time such knowledge and reality produce a 
tradition, whose material presence or weight, not the originality of a given author, is 
really responsible for the texts produced out of it.  
 
The results of the above process became so apparent in that soon in the European 
cultural world, the Orient was completely replaced by the constructed knowledge of 
Orientalism that was perpetuated by such things as literary curricula in academic 
institutions. This misrepresentation of the Orient is further developed in Said’s (1978) and 
Bhabha’s (1994) theory of colonial discourse, which can be understood as a complex 
system of statements, knowledge and beliefs about colonies and their people, about 
colonial power and social reproduction that take place within colonies. Said (1978) argues 
that colonial discourse becomes the way through which the oppressed come to 
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understand themselves and, by extension, it creates conflict in the mind of the oppressed 
because it clashes with other existing knowledge they have about the world in general. In 
other words, the misrepresentation of the oppressed in the colonial discourse creates a 
sense of dependency by the colonised in that their inclusion in, and exclusion from, the 
dominant social structure depends on the acknowledgement of the superiority of the 
colonisers’ culture, history, language, art, political structures, social conventions, and a 
belief that the ‘primitive’ Orient needs colonial contact in order to be ‘civilised’ or 
transformed (Bhabha, 1994; Fanon, 2000).     
 
Clearly, from the above discussion, the Orient is produced and created in colonial 
literature in a way that differed from the West, the coloniser. It is based on this that Said 
(1978) claims the Orient was described by the West in ways that denigrated them as a 
negative image of British society. As such, literary texts that were written about the Orient 
further perpetuated stereotypes and ways of thinking. In relation to this, Said (1978:20) 
argues: 
Everyone who writes about the Orient must locate himself vis-à-vis the Orient, translated 
into his text; this location includes the kind of narrative voice he adopts, the type of 
structure he builds, the kind of images, themes, motifs, that circulate in his text—all of 
which adds up to deliberate ways of addressing the reader, containing the Orient and 
finally representing it or speaking on its behalf. 
 
While Said’s assertions above appear to suggest that colonial discourse is a homogenous 
group of texts that convey one simple message – because of the denigration of the Orient, 
his argument paints a problematic misrepresentation of the Other in that it inevitably 
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informs racist knowledge and practices – the basis upon which the Other and their 
descendants are forced to be categorised and categorise themselves (Said, 1978). This 
categorisation, or mimicry to use Bhabha’s (1994a) concept, also has far-reaching 
material effects that affect the rights and lives of the Other, resulting in some being denied 
human status and others being exploited on the basis of their sexuality, beliefs, culture, 
nationality, religious and racial backgrounds. 
 
It is precisely on the basis of the above that literary curricula need to incorporate 
multicultural and human relations themes to teacher-trainees in order to assist them to 
apply a closer examination of the realities of oppression, suppression and 
misrepresentation often inherent in literary texts. It is important for academic institutions 
to realise that the political situation in the decolonised nations has changed radically. 
Thus, a new order of things including critical pedagogic practices in the teaching of 
literature are necessary to challenge western misrepresentation of Africa. The radical 
pedagogic practice referred to here is one that should equip pre-service teachers with the 
necessary power to reject generally accepted misrepresentations, norms and practices 
in exchange for a socially just critical pedagogy (Freire, 2000), that will challenge the 
western misrepresentation of Africa. In other words, critical pedagogy should allow 
teacher-trainees to employ alternative theories, activities, and books to challenge 
dominant beliefs and attitudes so prevalent in certain literature (Lucas, 2010; Kunkel-
pottebaum, 2013). The teaching of literature in teacher training institutions needs to be 
an active process that trains students to think critically and help them develop capacity 
for compassion and desire for social justice (Kunkel-pottebaum, 2013).  
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It is in relation to the above background that post-colonial theory is seen as a composite, 
but powerful intellectual and critical lens through which the researcher could guide his 
perception and understanding of literary criticism. The theory is chosen for its ability to 
represent and transcend colonialism and its principles of continuing dominance (Ashcroft, 
1995:34). It is seen as relevant to this project, for it is capable of designating, and 
reconsidering neo-liberalism as the main agent for exploitation and oppression that have 
succeeded colonialism. As such, the theory presents an opportunity to articulate new 
questions and concerns within the limits of literary curricula and the accompanying 
teaching practices in the context of schooling.  
 
Post-colonial theory is seen as an intellectual paradigm of literary criticism capable of 
paving the way towards social transformation. Consistent with this, the researcher 
perceives postcolonial theory as the basis on which the teaching of literature should 
empower students with the skills to challenge oppressive tendencies and practices in 
post-Apartheid South African society. As such, the teaching and learning of literature, 
history, social sciences and social justice, for example, must be seen as an introductory 
process towards the democratisation of culture—a process at the centre of which are 
teachers and learners as its active agents who possess a wealth of knowledge and skills 
to contribute to the process of social transformation. In effect, the literary curriculum would 
be seen as an academic programme, an act of creation, capable of releasing other 
creative acts, one in which teachers and students would develop the vivacity which 




In this regard, literature should be used as an effective teaching tool capable of instilling 
critical thinking skills in students and future teachers, thereby showing them how literature 
can contribute to the process of social transformation. Once all these are acquired, the 
teachers and their learners would be able to highlight, challenge and critically engage 
with concepts such as racism, sexism and xenophobia for productive deliberation in the 
classroom context. To emphasise the above, this study concludes, the teaching of 
literature needs to engage critically with social realities; it should activate educators’ and 
students’ knowledge in ways that will present them as educated individuals who possess 
adequate scholastic knowledge  that allows critical insights of the world around them 
(Mabunda, 2009). Such effective critical thinking skills will include the critique of some 
elements of society that are regarded as valuable by members of communities. Based on 
the above, post-colonial theory is seen as an effective theoretical position from which 
educators could bring a more just and equitable democratic society at the centre of which 
is a quality education system and harmonious neighbourhood.   
 
Central to the above should be the aim to achieve equity and social diversity through 
education that should play an important role in facilitating and promoting social 
transformation (Hofmeyer & McLennan, 1992). In other words, the ‘post-‘ in ‘postcolonial’, 
is taken to mean the moment of critical questioning, engagement, and the opening up of 
new possibilities, thereby moving away from colonial discourse such as putting more 
emphasis on the confrontational issues of US versus Them (on the basis of race, gender, 





Chapter 3 offered an exploration of various literary theories that are important in the 
teaching of literary art to teacher trainees. This chapter began by providing a brief 
discussion of post-colonialism, neo-colonialism and de-coloniality in the context of post-
colonial societies. The chapter, furthermore, introduced different literary theories, namely: 
the Marxist, poststructuralist and post-colonial theories, to highlight how these theories 
could form the basis for theory-driven pedagogic practices in the teaching of literature to 
teacher trainees.  
 
Regarding postcolonialism, the chapter discussed various definitional debates 
surrounding the concept. The chapter argued that postcolonialism was particularly 
effective in helping this project to identify connections among all the domains of human 
experience – the psychological, ideological, social, political, and aesthetic – in ways that 
show just how inseparable these categories are in the lived experiences of South Africans 
and the world in general. The chapter showed that various theoretical approaches are 
capable of challenging and exposing certain ideologies and beliefs that inform the 
pedagogic practices in the teaching literature in the context of schooling. It further reveals 
how post-colonial theory as a theoretical vantage point is important in this project as it 







METHODOLOGICAL PROCEDURES AND STRATEGIES USED IN THE 
COLLECTION OF DATA 
______________________________________________________________________ 
4.1 INTRODUCTION 
Driven by the need to investigate and evaluate how the teaching of literature to teacher-
trainees in two selected universities (historically established on the basis of racial 
differences) in South Africa could be said to be preparing teacher-trainees with the 
knowledge and pedagogic practices necessary to teach literature critically, this chapter 
provides a detailed discussion of the methodological procedures used in the collection of 
data relevant to this study. The discussion includes a look at Grounded Theory as a 
conceptual framework and its relevance to this project. The chapter proceeds to provide 
a discussion of how data were collected for the purpose of this project. Furthermore, the 
chapter offers research methods, the appropriate paradigm as well as techniques used 
in this study.  
 
To do this, the chapter outlines how an interpretive case study as its methodology was 
used to facilitate access to a deeper understanding of the use of literary art as a teaching 
tool necessary to empower learners with skills and knowledge to contribute to social 
transformation. The chapter further describes the population sample that participated in 
the data collection for this research project. The chapter concludes with a detailed 
discussion on the validity and generalisability of the study’s findings, thereby noting the 
appropriateness of the research design that facilitates an understanding of the role of 
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literary art in facilitating social cohesion and transformation in South Africa. In this study, 
common philosophical assumptions (to be discussed in detail later) as highlighted by 
Guba and Lincoln (1994) pertaining to what constitute the validity, reliability, dependability 
and transferability of the project that as a whole are reviewed and presented. From such 
assumptions the interpretive paradigm is identified as the most appropriate stance for the 
purpose of this study. As previously highlighted in the introductory chapter of this study, 
the research methodology for this study is an interpretive case study that is analysed 
through qualitative methods. This study adopts an interpretive case study as its 
methodology for its ability to allow for the incorporation of various methods and 
instruments that fit in well within the context where the investigation is conducted 
(Neuman, 2007).  
 
 4.2 RESEARCH CONTEXT, DESIGN, METHODOLOGY, AND THE SAMPLE 
  
Viewed against the need to interrogate how the teaching of literature to teacher-trainees 
in two selected universities historically established to serve certain portions of the 
country’s population in South Africa, this study chose a university in Gauteng as a 
historically White university (HWU) and the University in Limpopo, a historically Black 
university (HBU), as sites for data collection. The above universities were selected for the 
purposes of data collection, firstly, due to their socio-political and historical backgrounds 
that saw their respective establishment and, secondly, because it was convenient for the 





4.3 RESEARCH DESIGN AND METHODOLOGY 
 
A research design is viewed as a set of guidelines used by the researcher to make 
appropriate decisions regarding the research problem (Mouton, 1996; Neuman, 1997; 
Neuman, 2005). This research project adopted a mixed-methods research approach that 
mainly followed a qualitative, case study research design which, according to Straus and 
Corbin (1998), is more focused on persons’ lived experiences, behaviours, emotions, 
feelings and how organisations function. The qualitative research design understands and 
interprets situations in terms of the actors (research participants) and, as such, may be 
understood as both interpretive and subjective.  Given its qualitative nature, this study is 
located within the interpretivist paradigm best described by Neuman (1997; Gall, 2005) 
as a basic standpoint and an orientation to a theory and research.  It is further argued 
that central to the interpretivist paradigm is the need to understand the subjective world 
of human experience by interacting within social contexts (Neuman, 1997).  
 
An interpretivist paradigm provides a deep insight into “the complex world of lived 
experience from the point of view of those who live it” (Schwandt, 1994:118). This 
research paradigm is seen as consistent with the construction of the social world that is 
characterised by an interplay between the researcher and the subjects (Mingers, 2001). 
In this study, my interpretations played a key role, for it admittedly, involved subjective 
input (Schwandt, 1994:118).  
 
Guided by the purpose of the study, a case study was used to facilitate access to a deeper 
understanding of the pedagogic practices in the teaching of literature to teacher-trainees 
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to equip their leaners with the knowledge and skills to contribute to social transformation. 
As a methodological approach to data collection, a case study, in Creswell’s (1998:61) 
exact words, is defined as “an empirical inquiry that investigates contemporary multiple 
cases over time through detailed, in-depth data collection involving multiple information 
rich in context.” 
 
The above definition suggests that a case study is a useful method for gathering and 
disseminating information on practical issues of concern and, in the context of this 
research, is suited to understanding the nature of the pedagogic practices used in the 
teaching of literature to teacher-trainees (Yin, 2003). Given that a case study as a 
methodology enables one to ask critical questions to get the richness of the phenomenon 
under investigation, the use of a case study is important as it allows both researcher and 
participants to check their understanding until they obtain sufficient answers through the 
use of multiple data collection methods. In this study, a case study is appropriate as the 
researcher is interested in insight, discovery, and interpretation of the data emanating 
from interactions with sources. Moreover, the use of a case study also provides the 
researcher with unique, productive interactions with real people in real situations 
(Neuman, 2005). This was achieved through the incorporation of Grounded Theory (GT). 
 
4.4 GROUNDED THEORY (GT) AND ITS RELEVANCE TO THIS STUDY 
 
Writing about the rationale for the development of Grounded Theory (GT), Goulding 
(2000:41) notes:  
The development of grounded theory was an attempt to avoid highly abstract sociology 
and was part of an important growth in qualitative analysis in the 1960s and 1970s. The 
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main thrust of this movement was to bridge the gap between theoretically ‘uninformed’ 
empirical research and empirically ‘uninformed’ theory by grounding theory in data. 
 
To ‘avoid highly abstract sociology’, studies by Ramodumo (2017), Mgqwashu (2008), 
Pithouse (2003), Bayat (2003), Singh (2003), and Prinsloo (2001), adopt the features of 
GT.  While Pithouse (2003) uses a personal narrative as a teacher to engage in an enquiry 
into a memorable curriculum experience, for instance, Mgqwashu (2008) uses his 
personal narrative as a learner and a teacher of English both at secondary and tertiary 
levels to show the challenges he faced learning the language. He corroborates his 
narrative counts with other forms of qualitative data from language practitioners’ 
perceptions of learners’ sources of difficulties to suggest ways in which such a linguistic 
gap may be closed.  As a result, both Pithouse’s and Mgqwashu’s analysis and 
evaluations of data yield potential opportunities for a re-theorisation of the process of 
curriculum change and language learning difficulties respectively, on the basis of data 
generated from the ‘ground’. 
 
Likewise, in order to understand the theorisation of the literary analysis and evaluation of 
data in this project, this study employed GT as a framework for data interpretation that 
offers critical analytical tools for the analysis and evaluation of the data collected for this 
study.  As a general research method for behavioural science which, according to Glaser 
and Strauss (1967:36), “does not aim for the truth”, GT assists this study attempted to 
access deep-seated ideological and theoretical underpinnings for the thematic of the 
pedagogic practices in the teaching of literature to teacher-trainees. Through the 
application of GT, the study was be able to provide data premised on both deductive and 
inductive reasoning as proposed by Glaser and Strauss (1967).   
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In other words, both inductive and deductive processes in this study were not used to 
yield ‘right answers’, but to provide an alternative possible theorisation derived from the 
ground through engaging with data emanating from the texts and interview narrative 
recounts. Writing about GT as a conceptual framework in the qualitative study, Glaser 
(1967) points out that the strength of GT is its allowance for changes and relevance, as 
GT is never right or wrong. The main purpose of this study as outlined in the introductory 
section of this report, focuses on the use of GT as a perspective to conceptualise data for 
this research, because its main concern is to discover the nature of ideologies that inform 
the teaching of literature in a post-Apartheid South African schooling system. 
 
Consistent with Glaser’s observations above, the use of GT in this study was appropriate 
and useful due to its insistence on conceptualising data in ways that require conscious 
reflection on, and development of, explanations of the themes that emanate from the data 
collected.  In this way, understanding the historical and socio-political contexts that inform 
the nature of pedagogic practices employed in the teaching of literature would arise not 
from abstract ideas detached from their actual day-to-day experiences, but through 
witnessing certain practices taking place in real-life situations. In this study, the use of 
GT, therefore, is inclined to treat the literary narratives as human experiences, a creative 
storytelling through the mode of fiction. 
 
The use of GT as a conceptual framework and as an approach to understanding the 
relationship between literature and society has opened up room for scholars in the field 
of literary studies to critically deal with texts as it enables them to understand literary ideas 
of the text more fully. For example, the use of GT as an analytical approach to literary 
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texts is also taken up by such researchers as Mgqwashu (2008) Mabunda (2009), Singh 
(2003); Balfour (1998) and Langham (1991) in their respective projects. While Balfour 
(1998), for example, successfully employs GT using South African short stories in Miriam 
Tlali’s Fud-u-u-a!! (1989), Ahmed Essop’s Violence (1978), and Pauline Smith’s The 
Sister (1990), to raise issues of patriarchy, oppression, poverty and gender stereotyping 
presented in the texts, Mabunda (2009) and Singh (2003) also use GT to investigate ways 
in which literary art was taught and learnt at university and secondary school levels, 
respectively. To this end, the use of GT In this study ties in well with the purpose of this 
study.  
 
Also, participants’ narrative accounts in the study, for instance, have the potential to 
illustrate the level of their mastery of the pedagogic practices needed in the teaching of 
literature critically. Furthermore, the data in the form of narrative accounts from the literary 
specialists who offer training to teacher-trainees offers an understanding of what is 
expected of students when they conduct their experiential training at schools.  Based on 
the practitioners19’ accounts of how teacher-trainees are trained, and the extent of 
trainees’ mastery of the necessary pedagogic practices in the teaching of literature helped 
me as the researcher to make analytical deductions from the data.  In this case, the 
deductive process, based on the analysis of different narrative accounts from different 
participants, led to an emergence of concepts across two different contexts (two 
universities), and GT allows an analysis of the relationships among these concepts.   
 
                                                 
19 Practitioners refers to the academic staff members in the chosen universities (and who form part of the 
research participants in this study), who are responsible for evaluating students’ abilities to teach literary 
set works to learners in schools during students’ teaching practice.  
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As mentioned earlier, the inductive and deductive processes that characterise GT are not 
meant to yield ‘right answers’, but to provide an alternative possible theorisation derived 
from the ground through engaging with data provided by people directly involved with, 
and in, the phenomenon (Mgqwashu, 2008).  The purposes of this study as outlined in 
the introduction of this chapter warrant the application of GT as a perspective to 
conceptualise data because these purposes are concerned with discovering participants' 
subjective understanding of the phenomenon under investigation. 
 
Glaser’s observations above indicate that GT is appropriate and useful as a means to 
conceptualise data because this study’s concern is to understand how teacher-trainees 
who major in English and practitioners who offer training to teacher-trainees in two 
universities attempt to deal with the challenge of learners’ understanding of social 
transformation emanating from the appreciation of cultural diversity and social cohesion. 
In this study, access to understanding the role of literary art in society and the nature of 
the pedagogic practices in facilitating the process of social transformation is ensured by 
GT’s insistence on conceptualising data in ways that require conscious reflection, 
articulation and development of explanations for trainees and practitioners’ point of view.  
In this way, understanding the rationale for the use of a particular teaching practice to 
facilitate an understanding of the process involved in social transformation on the part of 
teacher-trainees will develop from their actual day-to-day classroom training experiences, 
and through accessing trainees’ own narrative recounts based on the ground. Writing 
about the generation of theory through this conceptual framework, Glaser and Strauss 
(1967: 57) note that:     
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In a way grounded theory resembles what many researchers do when 
retrospectively formulating new hypotheses to fit data. However, in grounded 
theory the researcher does not pretend to have formulated the hypotheses in 
advance since pre-formed hypotheses are prohibited. 
 
The broader purposes of the study as outlined in the introduction of this chapter influenced 
the manner in which both qualitative and quantitative data are organised.  The next 
section discusses the influence of hermeneutics on this study.   
 
4.5 RESEARCH INSTRUMENTS, METHODS AND SAMPLE 
 
For the purpose of data gathering, this study was based on the two selected universities 
in South Africa. Consistent with the purpose of this study, the researcher and the 
researched were in direct personal contact during the process of data collection, so that 
the research was able to yield reflective meanings, interpretations and experiences 
believed to be central in the critical analysis of the collected data. With such direct 
personal contact between the researcher and the researched, this study used as a 
starting point, open-ended interview questions during the individual interviews, and 
documentary evidence. The use of individual semi-structured interviews assisted in 
providing possibilities that would allow for an analysis of the narrative data provided by 
the participants (Neuman, 2007). Interviews also allow for a further elicitation of 
responses given during the interview process. 
  
Further, the semi-structured individual interview also assisted the researcher to make 
follow-up questions to effectively investigate the students’ knowledge and skills necessary 
in understanding the role of literature in society (DoBE, 2011). Apart from the use of 
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interviews, this study also analysed literary texts prescribed for the selected group of 
students in their respective universities, as well as documentary evidence such as 
Learning Guides and other related study materials designed for the literature modules in 
order to triangulate generalised responses or claims emanating from the narrative 
interviews. Thus, the use of both interviews and documentary evidence helps in 
uncovering the innermost views and students’ understanding of the teaching approaches 
for teaching literature.  
 
Moreover, the study also uses as its research instruments questionnaires. At the outset, 
the study acknowledges the three broad types of questionnaire, namely: the group-
administered questionnaire, the mail survey, and the household drop-off survey, all of 
which are equally important in research (Wilkinson, 2003). However, the study used a 
group-administered questionnaire for the teacher-trainees. According to Wilkinson et al. 
(2003), the mail survey is often considered the most common research instrument 
addressed to respondents and delivered by mail. Its popularity stems from its efficient 
way of collecting large amounts of data. Although it is important, on the one hand, to 
acknowledge that the mail survey can suffer from low response rates, it can prove 
effective, on the other hand, with few research participants as it would be easy to track 
them. In this study, the sample of lecturing staff is smaller than the sample of students 
from each university (as it is specified in the next section).  
 
The mail survey would, therefore, make it easy for the researcher to make follow-ups to 
check if the questionnaires were received, and to request that they are returned as soon 
as it was possible to do so. According to Wilkinson (2003), response rates of a group-
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based questionnaire tend be greater compared to those of mail-administered 
questionnaire. This is so be, as it allows the target group can be assembled data collection 
in one room. As such, the group-administered questionnaires were used to collect data 
from students during lecture periods, as this would allow them to complete the 
questionnaire and return it to the researcher. 
 
4.6 DATA COLLECTION PROCESS 
 
At the outset, it is important to record that data collection process for this study took place 
during end-of-year examination period at the two universities. As discussed in the 
preceding section, data collection was achieved through the use of questionnaires, 
narrative interviews (see appendices G) and documentary evidence. Prior to data 
collection, a written permission for data collection was submitted to the research office at 
the selected University in Limpopo (see appendix B), and access was granted. However, 
as a lecturing staff myself at the University in Gauteng, my Ethical Clearance (see 
appendix A) certificate allowed me access to the University.   
 
Once access was granted at UL, appointments were set up with participants to find 
suitable times that would satisfy all the parties. Regarding the administration of 
questionnaires to students, questionnaire distribution took place during lecture periods 
with the assistance from the lecturing staff who also formed part of the research sample 
at a separate time and venue. The use of lecture periods allowed for the distribution, 




Prior to the distribution of questionnaires, students were briefed about the purpose of the 
study and were also given an informed consent (see appendix D) in which they specified 
their willingness to voluntarily participate in the study. They were assured that the data 
collected would not be linked to their personal identity as only pseudonyms would be used 
for security reasons. Writing about the importance of the informed consent, Neuman 
(2006:313) correctly points out that: 
Researchers should treat all respondents with dignity and reduce discomfort. They 
are also responsible for protecting the confidentiality of data. … They give 
“informed consent” to participants to participate in research…. [Researchers] need 
to ask well-developed questions in a sensitive way, treat respondents with respect, 
and be very sensitive to confidentiality. 
 
With regards to the interviews with the lecturing staff, the interview process took place at 
different times, places, and dates as the participants were employees of different 
institutions. The interviews took place in the lecturers’ offices at their respective 
universities, at a different time convenient for them. The reasons for conducting such 
interviews in their offices included that these were secured places that would enable them 
to avoid interruptions from their colleagues and students during the interview process. 
Writing about the problems associated with face-to-face interviews, Neuman (2006:309) 
points out that, “The social context in which interview occurs can affect answers, including 
the presence of other people.” Prior to the interviews, the lecturing staff were also briefed 
about the purpose of the interviews, and were given informed consent to the effect that 
their participation in the study was voluntary and their identity would be protected.  Given 





4.7 TARGET POPULATION AND SAMPLING 
 
In its attempts to investigate the nature of knowledge relating to the teaching of literary 
art and determining whether students have mastered the necessary pedagogic practices 
to meet the outcomes as set out in the literature modules at their respective Universities, 
this study used a sample of 20 final year teacher-trainees from 10 each of the two 
Universities. The respondents were selected according to the following characteristics: 
subject specialisation, year of study, and gender. In other words, five female and another 
five male participants were purposefully selected in each of the two Universities to make 
up a sample of twenty in total. This category was selected because the students were 
expected to have satisfied the learning outcomes in terms of mastering the teaching 
methodologies in the literature class as well as understanding the role of literature in 
society before they were qualified to teach in schools. Students were chosen based on 
gender in order to establish a balanced perspective regarding their understanding of the 
relationship between society and literature as well as establishing their level of mastery 
in the pedagogic practices necessary for teaching literature.  
 
Further interviews were conducted with two academic staff members as participants from 
the two selected universities who assess and evaluate teacher trainees during their 
teaching practice in schools. Combined, the sample comprised 20 students and two 
academic staff members from two universities to make up a total of 22. Informed by the 
careful selection of the research participants, it is safe to state that this study used 
purposive sampling which, according Miles and Huberman (1994:27), “…includes the 
selection of the information-rich cases for an in-depth study from which a researcher 
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learns a great deal about issues of central importance for the purpose of the 
investigation”.  
 
4.8 DATA ANALYSIS 
  
This study used a mixed-methods approach since Parts 1, 2 and 3 of the questionnaire 
used numerals to achieve data analysis, but it also had an additional question in the third 
section where respondents provided longer answers to specific open-ended questions. 
Social sciences often incorporate both quantitative and qualitative approaches to achieve 
data analysis to arrive at rich data. The quantitative data analysis uses statistics and 
scores whereas the qualitative data analysis uses smaller samples and generalisation of 
findings is thus not possible (Bless, Higson-Smith & Sithole, 2013). This study was mainly 
qualitative with two short sections testing knowledge regarding literature and literature 
knowledge ad perceptions.  
 
Qualitative data analysis is understood as, “…working with data, organising it, breaking it 
into manageable units, synthesizing it, searching for patterns, meaning, eliminating 
redundancies and discovering what is important” (Bogdan and Biklen, 1982:145), and 
making meaningful interpretations of text data (Creswell, 2003). In this study, qualitative 
data analysis was an important process necessary for making sense out of a large body 
of information in order interpret and draw conclusions. Given that this research was aimed 
at producing data that would assist in addressing the critical questions as set out in the 
introductory chapter, the analysis process of dealing with reducing, consolidating, 




To do this, the starting point was to record the diversity of experiences of the participants 
to make it possible for the special patterns of everyone to prevail (Creswell, 2003). This 
was achieved by organising related information both systematically and hierarchically in 
a tabular format. This stage was followed by the process of coding the data into phases 
and themes that reflected the participants’ nature of knowledge of the role of literature in 
education and society. This suggested grouping texts with specific themes, to compare, 
contrast and uncover and triangulate the data emanating from each case.  
 
4.9 CROSS-CASE ANALYSIS 
 
To yield the desired outcome of this investigation, a cross-case analysis was used to 
facilitate the comparison and reveal differences in the events, activities, and cases were 
applied (Van Wynsberghe and Khan, 2007). This process delimited a combination of 
various factors that led to the outcomes of a specific case, and thus provided case-based 
findings. Furthermore, this assisted in constructing an explanation as to why cases were 
different and/or different from one another. In this study, data comparison between the 
two sets of data from the respective universities was made in order to offer meaningful 
explanations in terms of the differences and/or similarities of the units and/or items that 




The use of documentary evidence was aimed at providing information to triangulate and 
validate data collected through primary methods, namely:  questionnaires and interviews. 
The documents used included articles related to the teaching of literature, prescribed 
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texts, study guides and other related teaching materials from the English Education 
Discipline in the selected universities. The data collected were categorised to identify 
critical themes emerging from the ground and raw data. According to Neuman (2007:35), 
coding is, the process of distinguishing between the different data sets and categorising 
these to achieve comparisons. In this case, thematic coding was used to group emerging 
themes into elements for in-depth analysis.  
 
This study followed Strauss and Corbin’s (1998) three phases for data coding, namely: 
the first phase comprised naming of categories. This stage was followed by coding the 
data, and this required the researcher to group together related themes, thereby linking 
them at a level of dimension and properties. In addition to this, categories that could best 
explain themes were put together. This whole process was conducted to describe data 
and acquire insight into the phenomenon under investigation (Neuman, 2007).  
 
4.11 VALIDITY  
In social research, validity in its simplest sense refers to the 'goodness' or 'soundness' 
and trustworthiness of the study’s findings (Miller, 2008). In this study, the concept of 
validity is used broadly to encapsulate all of the above concepts as the project involves 
both positivist and interpretivist elements in the form of questionnaire and interviews 
analysis, respectively – both of which may require different approaches to data 
interpretation. Irrespective of the concept one chooses, what important is to ensure a 
great deal of credibility and consistencies in the interpretation of data. In this study, this 
was achieved by requesting research participants (especially interviewed staff members) 
to review interviewed transcripts to confirm if the transcripts still represented their views 
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or experiences regarding the phenomenon under investigation. This was followed by 
comparing, relating and triangulating data collected through various methods used in the 
gathering of data to establish a sense of consistency.  
 
4.12 CREDIBILITY 
To ensure a great deal of credibility and reliability, this study used various data collection 
methods to collect data from multiple data sources to reflect reality and in the emergent 
findings. This process allowed for triangulation of date and ensured consistency of the 
findings. According to Silverman (2001), this process is important as it allows one to 
minimise the amount of bias and, in the process, offers rich and informative details that 
would otherwise not be available from the use of one method. Jack and Raturi (2006) call 
this process triangulation as it combines several research techniques and methods for 
them to complement and cover for the weaknesses inherent in the use of a single 
procedure. To achieve this, the study used data analysis in the form of Course Outlines, 
interviews with lecturing staff and questionnaires administered to students in the selected 
universities. This methodological triangulation assisted the study in establishing 




The process of member-checking is understood as a “way of finding out whether the data 
analysis is congruent with the participants’ experiences” (Curtin & Fossey, 2007: 92). In 
the case of this study, this process was done after the interview process was conducted. 
This process made it possible for me as the researcher to formulate follow-up questions 
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with the interviewees in order to increase the reliability and validity of the findings. This 
process also offered the participants an opportunity to check certain aspects of the 
interpretation of the data they provided during interviews. In this case, the researcher 
summarised the results of the interviews held with lecturing staff, and then asked the 
participants to critically comment on the findings to determine accuracy in order to 
possible distortions and misrepresentation of the data collected (Curtin & Fossey, 2007). 
This process was aimed at providing research results that were original and reliable. 
 
4.14 LIMITATIONS OF THE STUDY 
In this study, the first limitation relates to the size of the samples used for data collection. 
Transferability is possible to similar contexts, but generalisation is not possible because 
of the sample size. As discussed in the preceding sections of this chapter, the study uses 
a total of 22 research participants, eleven from each university. The small size of the 
sample was the result of a numbers of factors that were beyond the researcher’s control. 
Firstly, the selected university in Limpopo had only one lecturing staff (during the time of 
data collection) who was responsible for the English language (and literature) module at 
final year level. This was the only lecturing staff member who could relate well to the 
phenomenon being investigated. The case at the university in Gauteng is a unique one20, 
as students who enrolled for the English language (and literature) module are outsourced 
to the Department of English Studies, Faculty of Humanities, which does not teach the 
methodology component to the students. The teaching methodology is offered separately 
                                                 
20 More information is presented in the next chapter. 
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by the Department of Curriculum Studies, Faculty of Education, and only one lecturing 
staff member is responsible for the English language and literature group of students. 
 
Regarding the student-participants, the small sample was due to the delayed approval of 
the request to collect data at the two universities. When approval was finally granted, the 
target participants (the teacher-trainees) had just returned from their experiential teaching 
and were getting ready to sit for the final examination.  
 
As a result, very few students were available to participate in the study. This saw the 
initially proposed number of 15 participants (teacher-trainees) per university being 
reduced to 10 as very few students were available to attend classes. However, the 
participants at the University in Limpopo who were available to participate had just come 
to consult with their lecturer who then arranged to meet with them on a specific date21 the 
lecture hall to address their queries all at once.  This allowed the lecturer to assist in 
distributing the questionnaires to the students to fill in and return after the lecture period. 
 
About data collection at the university in Gauteng, the students had also come to collect 
their test scripts from their lecturer. The lecturer requested to meet with the students on 
a specific date22 during their lecture period to distribute their test scripts are address any 
related queries. This then allowed me as the researcher (with the help of the lecturing 
staff) to administer questionnaires and collect them immediately after class.   
 
                                                 
21 This was to allow the researcher the opportunity to meet with the students as an appointment with the 
lecturing staff was already set prior to the students’ return from their experiential teaching. 
22 The lecturing staff informed the researcher to use the opportunity to administer questionnaires during 
this lecture period. 
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The second limitation relates to the choice made regarding the theoretical framework that 
guided this research project.  The study acknowledged that there was a plethora of literary 
and educational theories that could have well suited a project of this nature. However, the 
project situated itself within the framework of postcolonial theory as presented in the 
preceding chapter. Indeed, postcolonial theory was selected to highlight certain 
ideological attitudes, beliefs and practices that shaped, and continue to do so, South 
Africa during and after Apartheid. Also, it was essential to state that the narrative accounts 
and data collected through the use of questionnaires did not necessarily relate to post-
colonialism and/or related phenomena, such data are considered relevant and important 
in determining whether the participants have adequate knowledge regarding literature in 
relation to society.  
    
Thirdly, the study did not include classroom observations of the teacher-trainees in 
schools during their experiential training as the study’s focus was on how prospective 
teachers of literature are trained at the selected HEIs charged with the responsibility of 
producing quality trained teachers of literature for post-Apartheid schools. As a result, this 
study relied on narrative experiences given by the lecturing staff who are involved, firstly, 
in the teaching of literature and, secondly, in assessing the students during teaching 
practice in schools. Such narrative experiences provided information on the nature of 
knowledge and the level of mastery of the pedagogic practices the teacher-trainees 
possess as well as their ability to use such practices in their teaching of literature to 






4.15 ETHICAL MEASURES 
 
As will be discussed briefly in the next chapter, the researcher was guided by the 
principles that govern research ethics which, in Leslie’s (2002:39) words, is “a set of 
widely accepted moral principles about correct conduct and behavioural expectations 
towards those being researched and towards other researchers.” Informed by this, 
respect for the rights of individual participants were observed, permission to enter certain 
areas for data collection was sought from, and granted by, the relevant authorities. All 
ethical measures were adhered to in order to ensure strict protection of the rights and 
identities of the research participants’ information.  
 
This process also included confidentiality, privacy, anonymity, benefits, voluntary 
participation, and freedom to withdraw from participation at any time if the participant so 
wished (Polit and Hungler, 1995:178). Most importantly, the research proposal was 
presented to the Faculty of Education ethics committee at the relevant university, and 
was also submitted to the university in the Limpopo province in order to ensure that 
certificates of ethical clearance were obtained from the two institutions. The research was 
conducted according to the principles that underlie the ethical procedures and processes 









This chapter provided a discussion on the methodological procedures applied in this 
research project. The discussion included a look at Grounded Theory as a conceptual 
framework and its relevance to this project. The chapter discussed the historical 
development of Grounded Theory, thereby revealing the significance the theory has on 
qualitative enquiries. Chapter 4 outlined how a case study as its methodology was useful 
in facilitating access to a deeper interpretation of data on the use of literary art as an 
effective teaching resource necessary to instil knowledge and critical skills for social 
transformation. It further described the population sample that participated in the 
collection of data for this research. The chapter presented a detailed description of the 
data collection process. The chapter concluded with a detailed discussion of the 
limitations as well as ethical considerations observed throughout the process of data 





DATA PRESENTATION, ANALYSIS AND FINDINGS 
______________________________________________________________________ 
5.1 INTRODUCTION 
The previous chapter provided detailed methodological procedures employed towards 
the collection of the data relevant to this research project. This chapter gives a 
presentation of the data collected for this research project. It offers an analysis of the 
data, and, subsequently, reflects critically on the data analysed to arrive at, and make 
meaning of, the findings of this investigation. The critical reflective evaluation is presented 
against the following key research questions:  
 How do teacher-trainees reveal their mastery of the knowledge and 
understanding of the role played by literature both in education and society 
and society as part of transformation? 
 What type of knowledge do teacher-trainees reveal in their understanding of 
the role played by literature in education and society? 
 How do teacher-trainees contextualize their knowledge of the role of literature 
in the teaching of critical literacy to learners in the classroom?  
 How does teacher-trainees’ knowledge in the teaching of literature assist 
learners understand and bridge cultural differences? 
The analysis of such findings seeks to offer an insight into the nature of knowledge and 
understanding (or lack thereof) that the students possess in relation to the role of literary 
art in society, and the teaching strategies used in the literature class. Most importantly, 
as the rationale for this study, the analysis of data would assist this project in determining 
whether the teaching of literature at the two selected universities could be said to have 
prepared teacher-trainees with a literary pedagogy that is capable of empowering 
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learners with critical skills and knowledge that can contribute to the process of social 
transformation. 
 
In addition, the chapter presents a detailed description of questionnaires, data 
presentation and analysis. The descriptive presentations of a questionnaire looks at its 
three parts, namely, Parts 1, 2 and 3. Part 1 looks at the participants’ personal attitudes 
towards literature in general to determine the possible resultant effects on their ability (or 
lack thereof) to apply effectively the necessary pedagogic practices in the teaching of 
literature to learners (Dass et al., 2012; Abdullah et al., 2017).  The chapter, furthermore, 
offers Part 2 which provides a detailed presentation of the reasons that inform students’ 
choices to study literature, and to determine whether individual reasons could have 
certain influences on students’ mastery of the pedagogic practices (or lack thereof) 
needed in the teaching of literature. Apart from this, the chapter proceeds to Part 3, which 
is aimed at establishing the kind of knowledge the respondents possess in relation to 
literature. Part 3 is important in that it assists the study to speak to the critical questions 
that guided this research project.  To do this, Part 3 identifies the themes that emerged 
from the responses offered by the respondents, and then codes and categorises them for 
analysis later in the subsequent sections. Lastly, the chapter provides a reflective 







5.2 CONTEXT AND DEMOGRAPHIC INFORMATION OF THE STUDY 
The context and demographic information address the issues regarding the socio-
historical and political ideologies (as discussed in the introductory chapter) that informed 
the establishment of the two universities, chosen for data collection in this study. This 
information is especially relevant to the study as it assists in determining whether the 
literary pedagogy used in the teaching of literature to teacher-trainees in these two 
universities could be said to have equipped them with the knowledge to empower learners 
to contribute to the process of social transformation in South Africa. This is so because 
these universities were established to serve specific racial groups during Apartheid South 
Africa. Also, the two universities are, firstly, expected to have undergone the process of 
transformation themselves in order to assist in redressing the imbalances of the past, 
and, secondly, are charged with the responsibilities of producing quality teachers who are 
adequately trained to equip their learners with relevant skills and knowledge necessary 
to contribute to the process of social transformation beyond their immediate surroundings 
(Reddy, 2004; Mgqwashu, 2008; DoBE, 2011). In addition to this, the demographic data 
are necessary especially given the socio-political ideologies that saw the establishment 











5.3 DEMOGRAPHIC INFORMATION: RESPONDENTS AT THE UNIVERSITY IN 
LIMPOPO  
 Table 5.1: Demographic Information: Respondents of the University in Limpopo 
Respondents Special characteristics Number of 
respondents 
Percentage     
(%) 
  10 100 % 
Gender Male 5 50 % 
Female 5 50 % 
Age 
Race 
Level of Study 
Major 
N/A N/A  
N/A N/A 100% 
4th Year 10 100% 
English Education 10 100% 
Highest formal 
education 
National Senior Certificate 10 100% 




Experience 0 0% 
No experience 10 100% 
Other work 
experience 




No experience 7 70% 
 
5.4 DEMOGRAPHIC INFORMATION: RESPONDENTS OF THE UNIVERSITY IN 
GAUTENG 
Table 5.2: Demographic Information: Respondents of the University in Gauteng  
Respondents Special characteristics Number of 
respondents 
Percentage     
(%) 
  10 100 % 
Gender Male 5 50 % 









N/A N/A  
4th Year 10 100% 
English Education 10 100% 
Highest formal 
education 
National Senior Certificate 10 10% 




Experience 0 10% 
No experience 9 90% 
Other work 
experience 
Experience 1(Sale person) 10% 
No experience 9 90% 
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5.5 DATA COLLECTION AND INSTRUMENTS 
Prior to data collection through questionnaires and face-to-face interviews with students 
and lecturing staff respectively, the ethical clearance certificate and the necessary 
authorisations from the two universities to conduct research were applied for and approval 
was granted (Available in Appendices section). During data collection, the research 
participants were briefed about the purpose of the research project. The Ethical 
Clearance Certificate obtained from the Ethics Committee was presented to the research 
participants to draw their attention to the authenticity of the project (Neuman, 2005). The 
students were also told (see Appendix D) that their participation in the project was 
voluntary and that they needed to feel free to withdraw from the study (or abstain from 
responding to any questions during the interview session or in the questionnaire either in 
part or in total if they feel uncomfortable with the issues raised). It was also brought to 
their attention that the information they would offer would remain confidential and would 
be used for the sole purpose of the study whose completed report would be turned into a 
research thesis for the purposes of academic consumption. 
 
5.5.1 Questionnaires and Individual Interviews 
 
Within certain attempts to collect data needed to address the key questions that guided 
this study, a group-questionnaire was used specifically with student-participants (Bulmer, 
2004). The group-questionnaire allowed for a greater geographical coverage, especially 
given that the study involved two universities that are hundreds of kilometres away from 
each other. The use of questionnaires as an effective tool for data collection in social 
science research is also taken up by Phellas, Bloch and Seale (2011:181), all of whom 
attest that, “[questionnaires] are particularly useful when carrying out research with 
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geographically dispersed populations”. As such, the questionnaire was chosen for its 
ability, first, to gather information such as attitudes or knowledge that is unique to 
individuals, and, secondly, to reduce biasing errors resulting from the researcher’s 
variability in his or her interviewing skills (Phellas et al., 2011).  
 
For the effective administration of the questionnaire, a group-questionnaire distribution 
was conducted with the students during their English major lecture periods as participants 
lived in different locations on and around university campuses, and this would have made 
it impossible to get them all to fill in the questionnaires or engage them in meaningful 
face-to-face interviews in their rooms or homes especially given that some of them were 
females and lived in privately-owned accommodation facilities with strict access 
measures put in place. Prior to the distribution of questionnaires, permission was sought 
from the universities’ research offices, and permission to collect data was granted to the 
researcher (refer to addendum A). The academic staff responsible for the English 
Education modules were approached for request to distribute the open-ended 
questionnaires during their classes. 
 
In addition, individual face-to-face interviews were conducted with the two academic staff 
members responsible for the teaching of literature to teacher-trainees. In addition to this, 
relevant documents such as Course Outlines were consulted as secondary evidence for 
this study. The use of individual face-to-face semi-structured interviews assists in offering 
possible comparative analysis of the narrative responses provided by the participants 
(Neuman, 2007). Further, the interviews using open-ended questions were important in 
this study in the sense that, they assisted the researcher to make follow-up questions, 
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thereby questioning and probing with the intention in mind of investigating whether 
students have acquired the necessary methodology for preparing learners as innovative 
thinkers in society (DoBE, 2011).  
 
5.6 QUESTIONNAIRE DESCRIPTION 
5.6.1 Part 1: Respondents’ Personal Attitudes Towards Literature in General 
 
As highlighted in the introductory part of this Chapter, the questionnaire used in this study 
comprised three main parts, namely: Part 1, Part 2 and Part 3. Both parts 1 and 2 
comprised 15 items each, and the participants were required to make use of the scale to 
determine which of the given statements were true about them. The scale in Part 1 of the 
questionnaire used a Likert scale with five options, namely: A. (Strongly Disagree) B. 
(Disagree), C. (Strongly Agree), D. (Agree) and E. (Not sure) (see Appendix G). Central 
to Part One was an attempt to establish the respondents’ personal attitudes towards 
literature in general, and to determine their knowledge of the role of literature in society.  
 
In their study aimed at investigating the attitudes and perceptions of Saudi Arabian 
undergraduate students enrolled for the English literature module as part of their English 
Program, Abdullah, Alfauzan, Abdulijabbar and Hussain (2016) revealed that students’ 
attitudes towards learning literature also influences their performance in the literature 
class. A positive attitude towards the learning of literature, their study found, provides 
them with motivating content material, and develops critical thinking abilities amongst 
students. These findings also relate to Dass, Chapman, and O’Neill (2012), all of whom 
argue that literature is an important teaching resource for cultural and language 
enrichment. It was for this reason that this study saw the need to first understand students’ 
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general feelings and attitude towards literature in general, before trying to establish their 
individual understanding of the pedagogic practices that make explicit the role literature 
could play in society. 
  




The Tables 5.3 and 5.4 below offer summaries of the responses provided by the 
participants in relation to their attitudes towards literature modules at both the universities. 
The summaries are each followed by graphic representations (Figures 5.1 and 5.2) and 




Table 5.3: A Summary of the Data that Represents the Respondents’ Personal Attitudes towards Literature in General as Collected at a University in Limpopo 
Number of Items 23 S/D D S/A A N/S % 
Corresponding letters as in the questionnaire A B C D E  
1. I dislike English Literature because most of the texts I was asked to read I would not 
have chosen myself. 
1 6 0 3 0 100 
 2. Sometimes while reading literature my feelings draw me toward a distinctly unsettling 
view of life, and this makes me hate reading and applying any critical engagement with 
the text. 
3 5 1 1 0 100 
3. While reading English literature I am able relate what is in the text to what is happening in 
real life settings. 
0 2 7 1 0 100 
4. Literature enables me to understand people (of different cultural, racial, and social 
backgrounds) that I would probably disregard in normal life. 
0 0 7 3 0 100 
5. I think people should spend less time talking or writing about literature because it 
perpetuates social divisions that eventually lead to hatred in our society and the world in 
general. 
6 3 1 0 0 100 
6. In literature I sometimes recognise feelings that I have overlooked during my daily life. 0 1 5 3 1 100 
7. Very often I cannot put down a story until I have finished reading it. 0 1 2 7 0 100 
8. I do not believe that literature is socially relevant. 5 4 1 0 0 100 
9. I often see the places in stories I read as clearly as if I were looking at a picture. 0 1 5 2 2 100 
10. The type of literature I like best is one that just makes me laugh. 1 2 1 5 1 100 
11. One of my primary interests in reading literature is to appreciate the author's 
understanding of society and culture. 
0 1 3 5 1 100 
12. After reading literature that I enjoyed, I continue to wonder about the characters almost 
as though they were real people. 
1 0 7 2 0 100 
13. Literature helps me realize how possible it is to get revenge against those who have 
wronged me and my people. 
3 0 1 6 0 100 
Keys:  A=Strongly Disagree (S/D); B=Disagree (D); C=Strongly Agree (S/A); D=Agree (A); E=Not Sure (N/S)
                                                 





Figure 5.1 A Graphical Representation of the Participants’ Personal Attitudes towards English Literature at a University in 
Limpopo24
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Table 5.4 A Summary of the Data that Represents the Respondents’ Personal Attitudes towards Literature in General as Collected at a University in Gauteng 
Number of Items  S/D D S/A A N/S % 
Corresponding letters as in the questionnaire A B C D E  
1. I dislike English Literature because most of the texts I was asked to read I would not 
have chosen myself. 
6 4 0 0 0 100 
 2. Sometimes while reading literature my feelings draw me toward a distinctly unsettling 
view of life, and this makes me hate reading and applying any critical engagement 
with the text. 
5 4 0 1 0 100 
3. While reading English literature I am able relate what is in the text to what is happening 
in real-life settings. 
2 0 6 2  100 
4. Literature enables me to understand people (of different cultural, racial, and social 
backgrounds) that I would probably disregard in normal life. 
0 0 5 4 1 100 
5. I think people should spend less time talking or writing about literature because it 
perpetuates social divisions that eventually lead to hatred in our society and the world 
in general. 
6 3 0 1 0 100 
6. In literature I sometimes recognise feelings that I have overlooked during my daily life. 0 0 2 5 3 100 
7. Very often I cannot put down a story until I have finished reading it. 0 1 1 6 2 100 
8. I do not believe that literature is socially relevant. 6 0 
 
1 3 0 100 
9. I often see the places in stories I read as clearly as if I were looking at a picture. 1 1 3 2 3 100 
10. The type of literature I like best is one that just makes me laugh. 2 3 0 3 2 100 
11. One of my primary interests in reading literature is to appreciate the author's 
understanding of society and culture. 
0 2 2 5 1 100 
12. After reading literature drama that I enjoyed, I continue to wonder about the 
characters almost as though they were real people. 
1 0 4 4 1 100 
13. Literature helps me realize how possible it is to get revenge against those who have 
wronged me and my people. 
5 2 1 1 1 100 




Figure 5.2 A Graphical Representation of the Respondents’ Personal Attitudes towards English Literature at a University in 
Gauteng25 
5.6.3 Discussion of the Results from the two Universities on the Respondents’ 
Personal Attitudes towards Literature 
To respond to the claim that, “I dislike English Literature because most of the texts I 
was asked to read I would not have chosen myself”, the above graphical 
representation shows that only (30%) of the respondents at UL agreed that they would 
not have read the literary texts prescribed for the literature module had they [the texts] 
not been part of the literary syllabus.  This is in contrast to the majority of (60%) and 
the minority of 10% of the respondents at the university in Limpopo (UL) who strongly 
disagreed and disagreed respectively that the prescribed texts would not have been 
of interest to them outside the literature class. No respondents were unsure of their 
attitude towards literature prescribed to their literature module.  This, in other words, 
suggests that 70% (60% strongly disagreed plus 10% disagreed) of the respondents 
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would have read the prescribed literary texts even if the texts were not part of the 
literary curriculum. With regards to the university in Gauteng (UG) responses to the 
same question, 100% (60% strongly disagreed plus 40% disagreed) of the 
respondents claimed that the assertion did not represent their attitude towards 
literature. The statistics of 70% and 100% at UL and UG respectively confirm that the 
respondents in the two Universities held positive attitude towards literary works.  
 
To the claim that, “Sometimes while reading literature my feelings draw me toward a 
distinctly unsettling view of life, and this makes me hate reading and applying any 
critical engagement with the text”, a combined 20% (10% strongly agreed and 10% 
agreed) of the respondents at UL concurred that they hated reading and applying any 
critical engagement with literature as it tended to draw them to an unsettling view of 
the material world. This is in juxtaposition with the 30% and 50% of the respondents 
who strongly disagreed and disagreed respectively with the above claims. In response 
to the same claim, 90% (50% strongly disagreed plus 40% disagreed) of the 
respondents at UG revealed that reading literature did not trigger any negative feeling 
towards engaging with any literary texts. Amongst all the respondents at UG, only 10% 
of the respondents supported the claim. The negative attitude towards literature is 
often due to its unsettling character to readers as represented by the 20% and 10% of 
the respondents at UL and UG respectively is not unique.  A study conducted in Saudi 
Arabia by Alfauzan et al. (2017: 13), for example, found that students usually had a 
negative attitude towards the English literature because “…it clashed with their cultural 
and religious identities, and they studied literature because it was a compulsory course 




However, it is important to appreciate that 80% and 90% of the respondents at these 
two universities showed a positive attitude towards literature regardless of the 
(unsettling) issues literature might raise. This is important because in a highly racially 
and politically polarised country such as South Africa, it is important for literary 
curriculum designers to incorporate into literary text which expose and challenge, to 
use Kissack’s (2000:367) exact words, “…the ethos of contemporary liberal 
multicultural values”, so as to stimulate educational debates among students in an 
inherently culturally conflictual society. This, in effect, will allow teachers to empower 
their learners with the necessary skills to critically interrogate and challenge the texts 
that offend contemporary norms. 
 
To the claim that, “Literature enables me to understand people (of different cultural, 
racial, and social backgrounds) that I would probably disregard in normal life”, all the 
respondents 100% (70% strongly agreed plus 30% agreed) at UL concurred that 
literature carries the potential to establish and encourage a sense of cultural diversity 
in society.  To the same claim, 80% (60% strongly agreed plus 20% agreed) of the 
respondents at UG also supported the assertion. Only 20% of the total respondents at 
UG disagreed with the claim. The respective results of 100% and 80% at the two 
Universities corroborate Dass et al.’s (2012:10) assertion that the study of literature 
could be used to promote the values and “develop national cohesion, cultivate the 
instinct for survival as a nation and instil in…students, confidence in our nation's future, 
...cultivating a sense of belonging and emotional rootedness to [communities]”. This 
assertion is also supported by the results of the research project carried out by 
Abdullah et al. (2017), at Qassim University, Saudi Arabia, whose findings revealed 
that students see the teaching of literature as assisting them to regard and recognise 
the less known human nature as well as values that shape communities. Although this 
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is the case, it is important to record that within the idea of social cohesion, there should 
be the idea of contradictory opinions, and this is what literature as an effective tool for 
teaching should provide to teachers and learners alike. 
 
In response to the suggestion that, “I think people should spend less time talking or 
writing about literature because it perpetuates social divisions that eventually lead to 
hatred in our society and the world in general”, 90% (60% strongly disagreed plus 30% 
disagreed) of the respondents at UL did not believe that literature perpetuates social 
divisions in societies and the world in general. Similarly, 90% (60% plus 30%) of the 
respondents at UG did not support the claim. The above statistical representation is in 
contrast with Showalter’s (2005:55) claim that certain topics taught in the literature 
class might “…come across as more adversarial, political, and indeed hostile than 
intellectual …and may leave [students] battered”. Of all the respondents, only 10% 
from each of the two universities agreed that literature has the potential to divide and 
perpetuate hatred in communities. This thinking is also supported by Malkki (2009) 
who draws our attention to what she brands a mythico-history in literature, in which 
the past is ingeniously manipulated and the narrative exploited so as to legitimise the 
oppressive, aggressive or intolerant political practices, systems and ideas in some 
communities. Given the statistical responses, it could be argued that most students 
did not perceive literature to be divisive in the classroom context, and society at large. 
It could also be argued that the students are well-informed about the role of literature 
in society. 
 
Responding to the claim that, “In literature I sometimes recognize feelings that I have 
overlooked during my daily life”. A relatively higher result of 60% (10% strongly 
disagreed plus 50% disagreed) of the respondents at UL did not support the 
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statement, whereas 40% (30% strongly agreed plus 10% agreed) of the respondents 
concurred with the claim. To the same claim, a total of 70% (20% plus 50%) of the 
respondents at UG claimed that they did not recognise any feelings they might have 
overlooked prior to their reading of literary texts. This is in contrast to the 30% of those 
who were Not Sure about the claim. The ability of literature to trigger certain feelings 
in readers is also reported in various studies. Asked about their individual perceptions 
of towards reading literature in general, for instance, a study carried out by Dass et al. 
(2012) at the National University of Singapore quoted a participant saying: “During my 
study of English literature, I developed a strong attitude towards jealousy…, violence 
and selfishness; it [literature] raised my awareness about values in all communities; 
and literature truly echoes the voice of community”.  
 
A similar study conducted by Abdullah et al. (2017) in Saudi Arabia’s Qassin University 
also quotes student-respondents as saying, “Some English writers such as Charles 
Dickens and George Orwell …increased my level of sensitivity towards social 
injustices…”. Clearly, although  60% and 70% of the respondents at UL and UG 
respectively as presented in the graphical representation above, claimed that reading 
literature did not help them in recognising certain feelings they might have overlooked 
in their lives, empirical evidence shows that literature carries the ability to trigger 
certain feelings in some readers (Abdullah et al., 2017). It is also possible that literature 
could have been too challenging to the students or that students are reading at a level 
that does not engage with the literature in any way that goes beyond the superficial.  
Dass et al. (2012:5) attest to this, “the study of Literature in English proves to be a 
highly challenging task for students from non-English speaking backgrounds.” In this 
study, the majority of the participants came from non-English cultural backgrounds 
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which could have possibly contributed to their superficial engagement with the texts 
they were taught.  
 
In addressing the claim that, “I do not believe that literature is socially relevant”, 50% 
(strongly disagreed) and 40% (disagreed) of the total respondents at UL revealed that 
they did not believe that literature is socially irrelevant. Only 10% of the respondents 
felt that the statement represents the feelings towards literature. Also, 60% of UG’s 
total respondents disagreed with this claim. This is compared to 40% (10% strongly 
agreed plus 30% agreed) of those who believed that literature has no social relevance 
to society. This simply suggested that the majority of the respondents in these two 
Universities, that is, 90% and 60% at UL and UG, respectively, believed that literature 
is an important tool to represent social reality. In other words, the respondents’ 
responses suggested that literary art could be seen as a reaction of prevalent social 
realities that take place in societies, which aligns with the view of a large number of 
scholars (Abdullah et al., 2016; Dass et al., 2012; Kissack, 2000; McNeil, 2000; Kohn, 
2000; Culler, 1997; Althusser, 1984; Eagleton, 1983; Marx, 1977; Benjamin, 1973). In 
other words, for these students literature is part of social agency in that it provides a 
point of debate that addresses social realities. At an educational level this has a role 
that addresses social justice, human rights, and social transformation.    
 
On the one hand, to the claim that, “I often see the places in stories I read as clearly 
as if I were looking at a picture”, 70% (50% strongly agreed plus 20% agreed) and 
50% (30% strongly agreed plus 20% agreed) of the respondents at UL and UG, 
respectively, concurred that after reading literature they are able to imagine the literary 
settings as if they were real-life places. While only 10% of the respondents at UL 
disagreed with the claim, 20% at UG disagreed that literature is relevant to society in 
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so far as it represents and/or mimics the social realities that take place in different 
societies. Also, the results showed that only 10% and 30% of the respondents at UL 
and UG, respectively, were Not Sure if literature represented their experiences with 
regards to reading and analysing literature. The 70% and 50% results obtained by 
these two institutions are in contrast to the findings of the research conducted by Dass 
et al. (2012) at the University of Western Australia on students’ negative attitudes 
towards literature, who found that respondents expressed negative attitudes towards 
literature due to its perceived lack of relevance to society. Instead, the respondents in 
this study preferred to study Mathematics, Science and Technology, and Social 
Sciences courses rather than literature. 
 
On the other hand, when responding to the claim that, “The type of literature I like best 
is one that just makes me laugh”, only 30% (10% strongly disagreed plus 20% 
disagreed) of the respondents at UL claimed that they enjoyed reading literature just 
because it made them laugh. Of the remaining UL respondents, 60% (10% strongly 
agreed plus 50% agreed) revealed that they liked reading literature that simply makes 
them happy/laugh. Of all the respondents, only 10% claimed that they were unsure of 
the type of literature they would prefer. To the same claim, the results at UG showed 
that 50% (20% strongly disagreed plus 30% disagreed) of the respondents did not 
believe that literature should be viewed as an entertaining artistic work. Only 30% of 
respondents preferred literature that would simply entertain them. The remaining 20% 
showed that respondents were unsure whether this claim represented that type of 
literature they preferred. In other words, combined results from the two universities 
presented an almost balanced view (90% agreed and 80% disagreed) of the type of 
literature the respondents would prefer to read. These results present two extremes: 
for some, literature should be read and appreciated on its ability to entertain (Ndebele, 
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2004; Luty, 2004) and, for others, it should be celebrated for its ability to represent 
and/or reflect on social issues that are inherently prevalent in the social world.    
 
In addition to the above, in addressing the claim that, “One of my primary interests in 
reading literature is to appreciate the author's understanding of society and culture”, 
10% (0% strongly disagreed plus 10% disagreed) of the respondents at UL concurred 
that the primary reasons to studying literature is to gain the writer’s perception of the 
world. In contrast, 80% (30% strongly agreed plus 50% agreed) of the respondents 
claimed that their interest in reading literary works was informed by their need to 
appreciate the author’s view of the material world. This simply showed that the majority 
(80%) of the respondents believed that there is an interrelationship between literature 
and the authors’ perceived social world. The results at UG showed that only 20% of 
the respondents disagreed with the claim while 70% (20% strongly agreed plus 50% 
agreed) revealed that authors use literature, a social construct, to talk about real 
and/or ideal humans and their imaginary and/or realistic values that shape(d) the 
authors’ perspectives of the real world (Abdullah et al., 2016). The 80% and 70% 
results at UL and UG, respectively, as presented above echoed the responses to the 
claim that, “After reading a novel/short story/poem/ drama that I enjoyed, I continue to 
wonder about the characters almost as though they were real people”, to which 90% 
(70% strongly agreed plus 20% agreed) and 80% (40% strongly agreed plus 40% 
agreed) of the respondents at UL and UG, respectively, concurred that reading literary 
works made them recognise human nature embodied by the characters.  
 
In determining the respondents’ views on whether or not “Literature helps me realize 
how possible it is to take revenge against those who have wronged me and my 
people”, 30% of the participants at UL disagreed with the claim. This contrasts with 
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the 70% (10%strongly agreed plus 60% agreed) of the respondents who concurred 
that literature carries the potential to incite violence or create hatred amongst people 
in society. At UG, 70% (50% strongly disagreed plus 20% disagreed) of the 
respondents were against this claim. This is compared to the 20% of the respondents 
at UG who supported the claim that the reading of literature is capable of inciting 
violence in communities. In addition to this, 10% of the respondents claimed that they 
were Not Sure of the assertion. The issues of the ability of literature to help incite 
violence in communities relate to Valente’s (1993), Boserup’s (2001) and Moslund’s 
(2003) warning that use of certain historical facts presented in some literary texts bear 
the potential of pitting communities against one another in unimaginable sprees of 
destruction and violence. Of importance to note in this caution is that the teaching of 
certain texts of literature tended to call for a distant, immemorial, mythic past that is 
purported to confirm society’s unique existence.  
 
5.7 PART 2: RESPONDENTS’ REASONS FOR STUDYING LITERATURE 
 
Part 2 of the questionnaire was aimed at establishing the reasons as to why the 
respondents chose English literature as their major subjects. This part assisted in 
further determining the possible link between the respondents’: 
 attitudes towards reading literature in general as discussed in Part 1 
above;  
 understanding of the role literature could play in society; 
 reasons (as presented in the table below) to study/major in English 
literature; and 
 mastery (or lack thereof) of the pedagogic practices capable of 
inculcating critical thinking skills and knowledge that come along with 
the teaching of and learning literature to learners in classroom context 
(Abdullah et al., 2016; Dass et al., 2012; Mabunda, 2009; Mgqwashu, 




As shown in the preceding paragraphs of this section, Part 2 also contained 13 items 
that sought to establish individual reasons that could have influenced the respondents’ 
choices to major in English literature. The 13th item presented to the respondents an 
opportunity to add any possible reason that might not have be addressed in the list as 
will be seen later in this section. Also, the respondents were required to choose from 
the four given options: Strongly Disagree (S/D), Disagree (D), Strongly Agree(S/A), 
Agree (A) and Not Sure (N/S) as in the table below. In each case, the respondents 
only needed to encircle the number that corresponded to their chosen option.  
 
5.7.1 Presentation of Data Obtained from Respondents from the Two 
Universities 
 
The tables and graphical representations below present and represent respectively 
the items and options that sought to respond to the question: What have been your 




























Table 5.5: Data Presentation of the Reasons why Respondents at a University in Limpopo Chose to 
Major in English Literature 
ITEMS26 OPTIONS S/D D S/A A N/S % 
1. I was interested in the history of literary art  1 6 1 2 0 100 
2. I was interested in studying literature in general  0 0 5 4 1 100 
3. I wanted to increase communicative skills  0 0 4 4 2 100 
4. I wanted to get a rounded education  0 0 1 7 2 100 
5. Friends, teachers, parents were role models  2 1 1 3 3 100 
6. I did not get a place in the discipline I wanted to study 
first 
 3 3 2 0 2 100 
7. Interested in writing  0 4 3 1 2 100 
8. Because of interests going beyond the meaning of 
texts but related to their literary contexts 
 0 1 3 5 1 100 
9. I was interested in the literary processing of 
psychological, philosophical or political questions 
 0 4 1 2 3 100 
10. Because I am fond of reading  0 0 5 4 1 100 
11. Because I like to deal with language structures and 
grammar 
 0 1 2 4 3 100 
12. Because of good job prospects outside university  0 3 0 6 1 100 
13. Other reasons.............................................................          100 
Key: Strongly Disagree (S/D), Disagree (D), Strongly Agree(S/A), Agree (A) and Not Sure (N/S)  
 
 





                                                 
26 Items adapted from Literary Responses Questionnaire-University of Alberta, 2018 



































NUMBER OF  ITEMS/QUESTIONS
Respondents' reasons for studying literature
Strongly Disagree Diagree Strongly Agree Agree Not Sure
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Table 5.6: A Representation of the Reasons why Respondents at a University in Gauteng Chose to 
Major in English Literature 
ITEMS OPTIONS S/D D S/A A N/S % 
1. I was interested in the history of literary art  0 2 1 5 2 100 
2. I was interested in studying literature in general  0 0 3 5 2 100 
3. I wanted to increase communicative skills  0 1 2 3 4 100 
4. I wanted to get a rounded education  0 1 3 3 3 100 
5. Friends, teachers, parents were role models  1 0 3 3 3 100 
6. I did not get a place in the discipline I wanted to study 
first 
 4 2 0 0 4 100 
7. I was interested in writing  0 0 4 2 4 100 
8. Because of interests going beyond the meaning of 
texts but related to their literary contexts 
 0 0 2 4 4 100 
9. I was interested in the literary processing of 
psychological, philosophical or political questions 
 0 0 2 5 3 100 
10. Because I am fond of reading  0 1 5 0 4 100 
11. Because I like to deal with language structures and 
grammar 
 0 0 1 4 4 100 
12. Because of good job prospects outside university  1 0 1 0 8 100 
13. Other reasons.............................................................          100 








                                                 





































RESPONDENTS' REASONS FOR STUDYING 
LITERATURE




5.7.2 Discussion of the Results on the Respondents’ Reasons for Studying 
Literature at the Universities in Limpopo and Gauteng 
 
At the outset, the respondents were asked whether they chose to study English 
literature because they were “Interested in the history of literature”. On the one hand, 
most of the respondents 70% (10% plus 60%) at the University in Limpopo (UL) 
revealed that they did not choose to study literature, because they were interested in 
the history of literature. This is compared to 30% (10% strongly agree plus 20% agree) 
of the respondents (UL) who claimed that learning about the history of literature 
informed their choices to study literature. On the other hand, only 20% (0% strongly 
disagree plus 20% disagree) of the respondents at the university in Gauteng (UG) 
disagreed with the claim. This is juxtaposed with 60% (10% strongly agreed plus 50% 
agreed) of the respondents who support the claim that they were interested in studying 
the history of literature. Also, 20% of the respondents pointed out that they were Not 
Sure if this was the reason why they chose to study literature. Clearly, the major 
difference in the reasons why students studied literature at these universities revealed 
they held different perspectives and understanding relating to the role of literature in 
society.  
 
Also, the respondents were further asked if they chose to study literature because they 
were “Interested in literature in general”. To this question, almost all the respondents 
90% (50% strongly agreed plus 40% agreed) at UL concurred that they chose to study 
literature because they were interested in literary art in general. Of all the respondents, 
only 10% claimed that they were Not Sure of the reason that made them choose to 
study literature. The 90% statistics clearly showed that the students at the UL studied 
English literature because they liked reading literature. Almost similar, 80% of the 
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respondents at UG claimed that they chose to study literature due to their interest in 
literary works of art in general. Of the overall participants at UG, only 20% claimed that 
they were Not Sure if they chose to study literature for a specified reason.  
 
Furthermore, asked whether they chose to study literature simply “To increase 
communicative abilities”, 80% (40% strongly agreed plus 40% agreed) concurred that 
they chose to study literature because it would help them improve their communicative 
skills. Only 20% of the respondents claimed that they were not sure if improving their 
communication skills was their reason to study literature. Similarly, 80% (30% strongly 
agreed plus 50% agreed) of the respondents at UG agreed that they chose to study 
English literature in order to increase their communication skills. Also, as at the 
University in Limpopo (UL), 20% of the respondents at the university in Gauteng (UG) 
showed that they were Not Sure if they studied English literature so that they could 
improve their language competencies.  
 
Moreover, 80% (10% strongly agreed plus 70% agreed) of the respondents at UL 
concurred that they chose to study literature in order “To get a rounded education”. 
Apart from the 80% of the respondents, only 20% showed that they were Not Sure if 
they chose to study literature for all the benefits it offers. With regards to UG students, 
10% of the respondents disagreed, while 60% (30% strongly agreed plus 30% agreed) 
of them supported the claim. In this case, 40% of the respondents at UG claimed they 
were Not Sure if they chose literature for similar incentives. The idea of literature 
affording students with a rounded education is advanced by (Abdullah et al., 2017:6), 
all of whom concur that “literature gives students a rich cultural background, expands 
their language awareness, provides them with motivating content material, educates 
overall personality, and develops interpretive abilities”. It is interesting to see that both 
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universities, UL and UG, held the majority (80%) and 60%, respectively, of students 
who claimed to have chosen to study literature for its ability to offer holistic 
development.  
 
Writing about the impact of the environment on students’ attitude towards, and 
perceptions about, literature, a study conducted at the Qassim University, Saudi 
Arabia, revealed that parents, friends, teachers, peers and siblings do have a major 
influence on students’ attitudes towards literature (Abdullah et al. 2017). In a country 
like South Africa with rich socio-political ideologies and cultural beliefs, it would be 
interesting to see how the students’ milieu impacts on the respondents’ attitudes 
towards, and reasons to study, literature. In responding to whether they chose to study 
literature because “Friends, teachers, parents were role models”, 30% (20% strongly 
disagreed plus 10% disagreed) at UL showed that they did not choose to study 
literature due to any form of external influence. This is in contrast with the 40% (10% 
strongly agreed plus 30% agreed) of the respondents who claimed to have been 
influenced by others to study literature. In addition to this, 30% of the respondents 
claimed that they were Not Sure of their choice to study literature.  At UG, only 10% 
of the respondents did not agree with the reason as provided. This is compared to the 
60% of the respondents who agreed that they chose literature, because they were 
influenced by those around them. Like those at UL, 30% of the respondents at UG 
also claimed that they were Not Sure if they were ever influenced to choose to study 
literature. These statistics clearly showed that environmental factors did contribute to 
students taking English literature as their major.  
 
When asked if they chose to study literature because they “Did not get a place in the 
discipline I wanted to study first”, 60% (30% strongly disagreed plus 30% disagreed) 
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of the respondents at UL claimed they did not choose to study literature because of 
lack of other options. Only 20% of the respondents agreed that they did not get a place 
in other disciplines. This situation is not much different from Shakfa’s (2012:14) study, 
in which one of the respondents explained: “I enrolled in the English literature course 
just to complete my graduation. I have no interest in it at all because it does not help 
in language learning.” This simply suggests that it is not uncommon to find students 
enrolling for a specific programme without any vested career interest. The remaining 
20% of the respondents pointed out that they were Not Sure if they had chosen to 
study English literature because they would not have received any space in other 
disciplines offered by the University.  Similarly, to the same question, 60% (40% 
strongly disagreed plus 20% disagreed) of the participants at UG disagreed with the 
claim. This was compared to the 40% of the respondents who were Not Sure if that 
was the reason. These results clearly confirmed that in both institutions, most of 
students chose to study literature not due to lack of space in other programmes, 
although there may have been other factors as seen above.  
 
Also, the respondents were asked if they chose to study literature because they were 
“Interested in writing”. Of these 40% of the respondents at UL disagreed with the 
statement, and 40% (30% strongly agreed plus 10% agreed) concurred that studying 
literature would assist in further developing their interest in becoming writers in their 
future lives. In addition to this, 20% showed that they were Not Sure if this could have 
been their reason to study literature. Regarding UG, none (0%) of the respondents 
disagreed with the claim. Unlike the respondents at UL, 60% (40% strongly agreed 
plus 20% agreed) with the claim. Also, 40% of the respondents at UG claimed that 
they were Not Sure if the said claim formed part of the reasons for their choice to study 




Interestingly, when asked if they chose to study literature “Because of their interests 
that go beyond simply reading texts for entertainment, but for reasons related to the 
contexts within which texts are produced”, only 10% (0% strongly disagreed plus 10% 
disagreed) of the respondents at UL concurred with the above claim as a possible 
reason why they chose to study literature. On the other hand, 80% (30% strongly 
agreed plus 50% agreed) that they chose to study literature due to interest in 
understanding the symbolic role played by literary art in various literary contexts. In 
addition to this, 10% of the respondents claimed they were Not Sure if this reason 
informed their choice to study English literature. Compared to the results at UL, 60% 
(20% strongly agreed plus 40% agreed) with the claim. In this case, 40% of the 
respondents reported that they were Not Sure if this made them choose to study 
literature. 
  
In this study, understanding of the political and social contexts that shape works of art 
in South Africa and the world in general is crucial, for these tend to influence the 
teaching and learning of literature in Apartheid schools and universities (Dass et al., 
2012). This item (as a reason to study literature) was important as the study believes 
that the education system and education policies in post-Apartheid South Africa have 
always required critical transformative initiatives to address the needs of the country 
(Goh and Gopinathan, 2006). Therefore, the teaching of literature in schools and 
universities needs to be directed towards the use of literary works as sources of 
knowledge in order to prepare the students for a challenging future (Lui, 2007). Thus, 
80% received in concurrence with the above claim revealed the importance of 
literature in education in post-Apartheid South Africa during the period of increasing 
calls for social cohesion, tolerance, and transformation. However, it could well be 
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argued that this position is a “consensus-based” understanding of literature – that we 
read literature in the same way and come to similar understandings. This study 
believes that the above position is at odds with other schools of thought which 
emphasise critical thinking, and the possibility of differences of opinion (Culler, 1997; 
Balfour, 1998; Mabunda, 2009). 
 
Similarly, when asked if they chose to study English literature because they were 
“Interested in the literary processing of psychological, philosophical or political 
questions”, 70% of the respondents at UL agreed, and only 30% of them claimed that 
they were Not Sure if this was the reason they studied literature. Surprisingly enough, 
the results at UG also revealed that 70% (20% strongly agreed plus 50% agreed) of 
the respondents agreed with the reason as presented above. A similar result of 30% 
of UG respondents claimed that they were also Not Sure if they chose literature for the 
same claim as presented above. The 70% of positive responses from both universities 
talked to the importance of literature in developing one’s understanding of the 
psychological and political nature of humans and society. The ability of literature to 
achieve the above is also echoed by one the respondents in Abdullah et al.’s (2017: 
12) study of the reasons why students studied literature who responded that, “When I 
see what happens in [society], I think of the [novel] “Animal Farm” as [it] talks about 
injustices and cruelty.” This clearly calls for pedagogic practices that are capable of 
instilling the necessary critical skills that enable students to go deeper beyond the 
meaning of the texts, and their related contexts.  
 
Also, important to note are the responses to these two claims: first, whether the 
respondents chose to study literature “Because I like to deal with language structures 
and grammar” or “Because of good job prospects outside university.” With regard to 
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the former, while only 10% (0% strongly disagreed plus 10% disagreed) of the 
participants at UL disagreed with the claim, 60% (20% strongly agreed plus 40% 
agreed) concurred that they chose to study literature in order improve their English 
language competencies. Amongst all the respondents, 30% claimed that they were 
Not Sure if this was their reason to study literature. In contrast to UL students as 
presented above, none (0%) of the respondents at UG disagreed with this reason. In 
fact, 50% (10% strongly agreed plus 40% agreed) of the respondents at UG concurred 
with the claim. Interestingly, the positive results of 60% and 50% obtained from UL 
and UG respectively as shown in this paragraph suggest that literature is seen by 
many students as an ideal source for language learning.  
 
In other words, the respondents viewed literature as offering many positive aspects 
which they could not learn in the English language class though an induction process 
of learning grammar and rules, and which may often be exhausting, boring and 
complex and ultimately withdraw their motivation to exert the required effort to master 
the language. The relationship between language and literature has been argued for 
by various scholars and researchers (Abdullah et al., 2017; Dass et al., 2012; 
Mgqwashu, 2008). This belief is also made salient in the DoBE’s (2011) Curriculum 
and Assessment Policy Statement (CAPS) that formed the basis for this project, which 
makes central the claim that the for reading literature should be taught for the purpose 
of developing in learners a sensitivity to the special use of language. 
 
On the basis of this, it was anticipated that most of the respondents chose to study 
literature for its supposed benefits in terms of developing one’s language skills and 
abilities. In this regard, therefore, effective Pedagogic practices used in the teaching 
of literature should have the ability to offer opportunities to teacher-trainees where 
169 
 
their attitudes and understanding of the role of literature in society can have a positive 
impact on the learning process, thereby eventually assisting them in becoming fully 
engaged in acquiring critical skills and knowledge brought about by literature (Breen, 
2001; Arnold, 1999).  
 
With regard to whether the respondents chose to study literature “Because of good 
job prospects outside university”, on the one hand, 30% (0% strongly disagreed plus 
30% agreed) of the respondents at UL disagreed with this claim, whereas 60% (0% 
strongly agreed plus 60% agreed) pointed out that they chose literature for good job 
prospects outside the university. Only 10% of UL respondents claimed that they were 
Not Sure if they had chosen literature for good job opportunities. On the other hand, 
10% of the ten respondents at UG did not agree with the claim, and another 10% of 
them agreed that they chose to study literature due the job prospects it offers outside 
the university. Amongst the 10 students, however, 80% of them claimed that they were 
Not Sure if this was the reason why studied literature. Unlike the 60% results at UL as 
seen above, the results (10% agreed plus 80% Not Sure) at UG supported the findings 
of a study in Singapore, conducted by Dass et al. (2012), which reveals, amongst other 
reasons, that students choose subjects and courses (other than literature) based on 
the perceived economic demands of the country. This, in effect, saw more students 
taking Mathematics, Science and Technology courses rather than literature courses 
due to their belief that such subjects would provide them with better opportunities in 
the country and the world in general (Dass et al., 2012). The next section offers data 
presentation of the respondents’ general knowledge of and about literature at the 






5.8 PART 3: STUDENTS’ KNOWLEDGE ABOUT LITERATURE 
In addition to Part 2, the questionnaire also comprises Part 3, which was aimed at 
testing the respondents’ general knowledge about literature. Discussing the teaching 
and learning of literature in the classroom context, Carter and Long (1991) point out 
that the teaching of literature in the context of schooling presents two extremes: the 
accumulation of knowledge about literature, on the one hand, and the acquisition of 
knowledge of literature, on the other. While the former is witnessed when the emphasis 
in the teaching of literary art is placed on the accumulation of facts about literary 
context, dates, authors, conventions and, more importantly, the language that is being 
used, the latter is observed when literary teaching emphasises the role played by 
literature as a social expression, a tool that represents the society within which it is 
produced (Culler, 1997; Eagleton, 1983).  
 
Informed by this thinking, there was a need to determine the nature of knowledge the 
respondents possessed regarding literary art. To establish this, Part 3 of the 
questionnaire contained 15 multiple-choice questions. These questions were based 
specifically on the various aspects and key features of literature in general. The Table 
5.7 below offers a list of questions in Part 3 of the questionnaire to which the 
respondents in the two institutions were asked to answer questions and complete 
sentences. The evidence of their responses are also presented subsequent to the 








Table 5.7:  A List of Multiple-choice Questions29 on the Respondents’ General Knowledge About 
Literature 
1. Which of the following options tells the reader where and when the story takes place?  
2. Which of the following refers to the people, and in some stories, the animals that take part in the 
story?  
3. Which of the following refers to the chain of related events that take place in a story?  
4. Which of the following choices is not an element of a plot?  
5. In organising the plot of the story, what is the first part? 
6. Which of the following can reveal the outcome of the story?  
7. If the rising action leads up to the climax of the story, what will the falling action refer to: … 
8. The types of conflict include the following, except…  
9. The theme of the story speaks an important role to…  
10. The teaching of literature to teacher-trainees is important because it can be used to …  
11. The following choices are elements of short story, except… 
12. When we studied the structure of the short story, we have noticed that…  
13. Short story is considered to be one of the oldest forms of…  
14. They are the people in the play and thus considered as the principal material in a drama. 
15. [Which of the following] is a creative awareness expressed through sound, meaning, and 















                                                 
29 A complete list of questions with options from which respondents needed to choose are presented 
in Appendix G  
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Pseudonyms30    Pseudonyms    
N=10    N=10-2=8    
Grace 15 13 86,6% Calvin 15 9 60% 
Jane 15 8 53,3% Petro 15 13 86,6% 
Suzy 15 10 66,6% Owen 15 12 80% 
Johnny 15 9 60% Eunice 15 12 80% 
Clara 15 12 80% Marx 15 13 86,6% 
Dolly 15 11 73,3% Sarah 15 13 86,6% 
Peter 15 9 60% Sandra 15 11 73,3% 
Ben 15 11 73,3% Cate 15 10 66,6% 































                                                 




Figure 5.5: Data Representation of Respondents’ General Knowledge About Literature at a University 
in Limpopo 
 
















































5.8.1 Discussion of the Results on the Respondents’ Knowledge about 
Literature at the Universities in Limpopo and Gauteng 
 
The graphic representation of the data presented above shows that the respondents 
at the two universities possessed adequate knowledge about literature. The average 
score for the university in Limpopo was 70,5% and the average for the university in 
Gauteng 75%. It is important to note that there were two respondents at UG who did 
not respond to the questions in this section of the questionnaire. As such, the statistical 
representation on the UG graph above considered the N/A as a non-value, and thus 
these two respondents were altogether excluded from the graph as their inclusion 
could have had a significant impact on the overall score/averages.  
 
Subsequent to this, Part 3 also contained six long questions which, in the main, 
dealt with the respondents’ knowledge of literature in relation to its role in, and 
relationship with, society (Culler, 1997, Prinsloo, 2002, Singh, 2003). The open-ended 
questions generated qualitative data. 
 
The analysis and discussion of the results of Part 3 offered various themes that 
emanated from different long questions that were included in the questionnaires 
distributed to students. Bryman (2016) suggests three qualitative data analysis 
methods: grounded theory (GT), discourse analysis, and thematic analysis. In this 
study, both grounded theory and thematic analysis methods were adopted for their 
relevance to qualitative research, and for their ability to analyse large qualitative data 
sets (Nowell, Norris, White & Moules, 2017). As a general research method for 
behavioural science, GT assisted this study to access deep-seated ideological and 
theoretical interpretation of the data, and to provide “a systematic generation of theory 
from data that contains both inductive and deductive thinking” (Glaser and Strauss, 
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1967: 31).  In other words, both inductive and deductive processes in this study were 
not used to yield ‘right answers’, but to provide an alternative possible theorisation 
derived from the ground through engaging with data emerging from the questionnaires 
and interview narrative accounts.  
 
Furthermore, thematic analysis was helpful as it is capable of addressing qualitative 
research questions which include questions about the social construction of meaning 
and individual lived experience, and analysing qualitative data from sources such as 
qualitative interviews, open-ended sections of questionnaires and other secondary 
sources (Braun, Clarke, Hayfield and Terry, 2019). On the basis of the benefits, Nowell 
et al. (2017:2) define thematic analysis as a qualitative analysis method for “identifying, 
analysing, organizing, describing, and reporting themes found within a data set.” This 
view is also shared by Braun et al. (2019:57), who define thematic analysis as a 
“method for systematically identifying, organizing, and offering insight into patterns of 
meanings across a data set.” According to Saldaña (2015), qualitative inquiry requires 
careful attention to language and deep-seated meanings of human experience and 
patterns. With the deductive thematic analysis, this study started off by coding 
qualitative data to find evidence from theories or concepts to improve the interpretation 
of data (Braun et al., 2019). 
 
To achieve this, the study designed a thematic framework to code and categorise the 
themes identified in the questionnaires and the narrative recounts. In this context, the 
use of a thematic framework was important, for it offered the critical framework of the 
relationship between literature and society, the texts as cited by the respondents to 
support their understanding of such role, and the coded themes emerging from the 
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data on the ground. Below are the themes identified from the data analysis of the 
questionnaires distributed to the student-participants.  
 Table: 5.9: The thematic framework to code qualitative data 
Critical framework Relevant text cited Coded Themes Examples of critical 
themes derived from data 
on the ground 
Literary Art as a 










Literary Art as an 
effective teaching 
tool for language 
teaching and 
learning 
The Suit (1963) by 
Can Themba 
 
No Longer at Ease 
(1960) by Achebe 
Chinua 
 
Hanging (2010) by 
Malika Ndlovu  
 
Beauty’s Gift (2011) by 
Sindisiwe Magona.  
 
 
Heart of Darkness 
(1960) by Joseph 
Conrad 
 
Othello (2005) by 




















Societal and cultural issues: 
woman abuse; oppression 
 
 
Literature is for enjoyment; 
fantasies; irrelevant to local 
context 
 
Improved analytical skills; 






5.8.2 Social (In)justices 
In addressing these questions, the respondents were required to offer not less than 
15 detailed sentences in their responses. As a starting point, the participants were 
asked to offer and explanatory response to this question: How does literature 
(literary works) affect your perceptions towards society?  
Responses to this question presented various themes relating to social diversity and 
other related challenges. In response to this, Jane, one of the respondents at the 
University in Limpopo (UL), had this to say: 
 “It [literature] moulds the way I see the society around me, and it also better my 
reasoning when engaging with people around.” 
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This train of thought is also shared by Dolly (UL) who claimed that:  
“[Literature] affects me in a positive way as I am able to understand different things 
about different people. I get to understand how different people live, do things 
differently, their culture, etc. But most of the time it makes me question if my society 
is doing things correctly….”  
 
I addition to this, Cate, one of the participants at the University in Gauteng (UG) 
revealed that: 
 “Literature makes me view society as unfaithful and not fair. For example, The 
Suit31, a short story that talks about women who are not faithful to their husbands, 
and husbands that always take revenge for every wrong thing done towards them.” 
 
The above responses echo Benjamin’s (1973) view that literary art needs to be 
understood only within the larger framework of the society it seeks to represent. 
Clearly, these responses give a clear understanding that the respondents see 
literature as a textual representation of society – one that serves as a lens through 
which, to use their exact words, they can ‘understand’, view’ and ‘question’ certain 
attitudes and practices inherent in society. To better summarise the above responses, 
Marx, a respondent at UG, offered: 
 “Literature has a way of exposing one to different places, people and social issues. 
Additionally, literature provides the reader with a broad perspective on various 
issues. It does not allow one to view society in a narrow perspective as it prompts 
                                                 




the reader to question their beliefs, values and attitudes that influence how they 
look at e society.” 
 
 These views also relate to  Eagleton’s (1983); Culler’s (1997; McNeil’s (2000); 
Althusser’s, (1984); Kohn’s (2000) and Benjamin’s (1973) understanding that literature 
can be seen as a direct representation of society that functions as a medium through 
which various socio-political ideologies and cultural beliefs and practices may be 
exposed, challenged and/or validated. 
 
In addition to the above question, the respondents were asked to either agree or 
disagree with the claim that, Literature (literary work) is important in that it serves 
as a tool that represents social reality. To address this, respondents were required 
to provide examples to show how this is achieved (or not) by citing any literary texts 
prescribed for them in their 4th year of study. In response to this, Cate (UG) replied 
that,  
“…a lot of what I have read is based more on the issues that happen in our daily 
lives, and …the issues revolving around society as a whole, like how women are 
being oppressed by …cultures and the justice systems.”  
 
This perspective is also taken up by Mary (UL) who argued that, 
 “Literature represents social realities such as love and abuse of women and 
children, how culture and money [are] used to oppress women, [and] how people 




Although the respondents were also requested to base their responses on any literary 
text prescribed to them in their 4th year of study, the above respondents could not 
relate their responses to a particular work of art.  
 
 However, what is important to note in their responses is that most of these (Mary, 
Cate and Jane) are female respondents whose understanding of the role of literature 
in society reveals that they are capable of questioning certain practices, ideologies 
and belief that form the basis for women abuse and oppression in society. Their 
perspectives are closely related to Culler’s (1997:27) argument that literary art is a 
speech or textual event that functions as a site of articulation of forms of cultural 
ideologies and beliefs upon which certain unjust practices and attitudes are 
legitimised. He further insists that such a textual speech, either in the form of novels 
or poems, for example, can be used to justify, attack, or articulate, religious 
convictions, political beliefs, or aesthetic qualities. Culler (1997) shares this 
perspective with Macheray (1978) and Lukàcs (1992), both of whom argue that 
literature engages with existing practices and ideologies, which often leads to their 
critique to be geared towards effecting transformation in societies. Within this 
perspective, literature provides insights into how ideologies shape, and are shaped 
by, dominant world views.  
 
To further justify the above school of thought, the majority of the respondents believed 
that for literature to represent social realities, the authors of literary texts, as Suzy (UL) 
put it, 
 “…are more focused on writing about their lives, the context they live in, and mostly 
contextualise their writing by reflecting on their society or environment they live in. 
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For example, the poem ‘Hanging’32 by Malika Ndlovu (2010) reveals the truth about 
human nature and how we respond to situations like that.”  
 
Similarly, Dolly (UL) held the same perspective when she pointed out that, 
 “Most … writers write about the things that are real, things that they have come 
across in their lives, things they see happening in their communities. Most [writers] 
write about how they feel about the things they are writing about.” 
 
 In addition to this, Grace (UL) put it more eloquently: 
…literature authors write about challenges that are faced by societies, 
and [they] also write about social challenges that they experienced 
themselves. Most literary works are themed around social issues faced 
by society. Authors represent social reality in their work. For example, 
the book ‘No Longer at Ease’33 by Chinua Achebe represents social 
issues that are currently [happening] in … Nigeria. The book talks about 
the changes brought about by colonialism in their society.   
Clearly, the above responses suggest that literary works represent social reality and 
can thus be seen as a social expression that uses as its medium language to represent 
social reality. This view is further amplified by the respondent’s reference to Achebe’s 
(1960) No Longer At Ease and the issues it raised about colonialism, oppression and 
other forms of social ills inherent in many colonies. In contrast to Grace’s (UL) 
perspective as quoted above, Marx (UG) argued that,  
                                                 
32 Hanging (2010) is poem by a South African poet, playwright and performer, Malika Lueen Ndlovu. 
33 This novel, Achebe, C. (1960). No Longer at Ease, presents the effects of colonialism or 
Westernisation on African tradition and culture. 
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“Sometimes literature provides a distorted view of reality. For example, the 
representation of Africa and Africans by Western literature is biased, as 
Chimamanda Ngozie Adichie argued in ‘The Danger of a Single Story’.” 
 The issue of distorted representation of Africa and Africans in Western literature has 
been raised by various literary critics, writers, and theorists (Achebe, 1988; Said, 
1978). In his article ‘An Image of Africa: racism in Conrad’s Heart of Darkness’, Achebe 
(1988: 8-10), for example, an African literary author and critic himself, unequivocally 
and boldly argues that ‘Conrad was a ‘thoroughgoing racist’, and that Heart of 
Darkness is ‘an offensive and deplorable book’ because of its alleged 
‘dehumanisation’ and ‘depersonalisation’ of ‘a portion of the human race’.  As 
discussed in Chapter 3 of this project, the issue of the (mis)representation of Africa 
and Africans by the West is also taken up by Said (1978) who developed a notion of 
orientalism, by which he is able to understand a collection of (mis)representations of 
the Orient in the Western culture, science, politics and, most importantly, literature and 
to observe how such a collection transforms itself into a powerful political instrument 
of domination, that is, “… as a Western style for dominating, restructuring, and having 
authority over the Other” (Said, 1978:3).  
On the other hand, the issue of literary art as a textual expression of social reality is 
central to the responses given by the majority (Susy, Dolly and Grace) of respondents 
above.   It is important therefore to highlight that key to their responses is the writer’s 
ability to capture real-life experiences in real-life communities through the use of 
literary art. However, it is also important to note that this belief is challenged by various 
literary critics and scholars. Writing about the need to create literary narrative far 
removed from real-life experiences,  Ndebele (2004) and Luty (2004), for instance, 
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argue that literary narrative can still be appreciated and achieved by dealing with 
emerging themes coming out of the ordinary other than persons as given agents or 
victims of politics. Ndebele further argues that literature can be celebrated, not only in 
so far as it re-captures the socio-historical and political or other real-life situations, but 
on the construction of a narrative and its ability to challenge certain conditions. This 
line of thinking is indicative of the fact that literary art does not capture real-life 
moments and/or represent the actual lived experiences. In relation to this view, for 
example, Eagleton (1983: 1) contends that literary art is an “…‘imaginative’ writing 
…which is not literally true.” This simply suggests that literature can be celebrated for 
its inherent ability to expose and challenge certain ideologies and practices in society.   
To further understand whether the respondents possess any knowledge regarding the 
role of literature in society, this question was asked:  
Social ills such as racism, sexism, xenophobia, gender violence, human rights 
violation, children and women abuse, human trafficking, etc. can easily be 
addressed through the teaching of literature to learners in the classroom 
context. Do you agree with the above claim/statement? Give (an) example(s) to 
show how this could be achieved (or not) by citing any literary texts prescribed 
for this year. 
Responses to this question would allow for the researcher to determine whether the 
respondents would be able to relate the role of literature in society to its function as an 
effective teaching tool capable of equipping learners with knowledge and skills 
necessary to contribute to the process of social transformation in South Africa. In 
response to this question, Suzy (UL) had this to say:  
“Literature addresses issues that are always happening in our daily lives. So, the 
issues mentioned above can be addressed in [the] teaching [of] literature, whereby 
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we take a certain short story/poem/novel, read and reflect and then try to 
contextualise it by referring [to issues] around us…. Learners will realise what needs 
to be done when [they are] facing certain issues.”  
This understanding is shared by Ben (UL) who added that, 
 “…literature is useful [in] address[ing] the social ills and the negative effects they 
have on people and the [other related] consequences that arise therefrom. So, 
literature will help [learners] avoid such pitfalls and the resultant consequences [in 
order] to become responsible citizens.” 
 
While these responses acknowledge the important contribution literature can make in 
addressing various social issues, what is important is the respondents’ ability to show 
how learners can benefit from teaching literature in the classroom context. For 
example, Ben (UL) clearly showed that literature is capable of making learners 
become responsible citizens in society, thereby drawing their attention to various 
social ills and their resultant effects on their lives. However, it is important to note that 
Ben could not provide any examples to justify his claim by referring to a particular text 
as requested in the question to which he was responding. Moreover, Clara (UL) put 
this into context: 
 “These could be easily addressed if you use book[s] [that are] related to [the] issues 
[raised]. [For] example, [in] teaching gender violence I can recommend ‘Beauty’s 
Gift’34, where women had no say about their sexual life, [and] men used to take 
control of everything.”  
 
 
                                                 
34 Magona, S. (2011). Beauty’s Gift. Cape Town: Kwela Books. 
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Furthermore, Calvin (UG) pointed out that,  
“Learners in class can be taught about these issues…. Also, literature engages 
learners to be open about these issues.”  
 
Given the responses offered by the respondents, it is clear that they appreciate the 
need to integrate the lived experiences of learners in understanding certain themes 
that are presented in the certain works of art.  
 
5.8.3 Relevance and (In)significance 
In addition to the above questions, the respondents were requested to answer this 
question:  
The knowledge I acquired through the literature module has equipped me as a 
prospective teacher with the necessary skills and teaching methodologies to 
empower learners with intellectual tools to deal with social challenges in 
society.  
Do you agree with this statement? Give (an) example(s) to show how this was 
achieved by citing social issues (if any) as portrayed/reflected in any literary 
texts of your choice as prescribed for you this year. 
This question was designed primarily to determine whether the respondents have 
acquired the necessary skills and pedagogic practices the literature module has 
sought to inculcate in them. This question received quite interesting responses. For 
example, Marx (UG) revealed that,  
“Not really. The literature module is sometimes delivered in an abstract manner, 
particularly foreign literature. Africa is quite different from Western countries. 
Although the issues experienced are may be similar, the way they are experienced 
in contextual. So, the main problem is getting learners to intellectually grasp the 




In contrast to this perspective, Eunice (UG) claimed: 
 “Yes, [the] things I have learnt from literature have really made me a better teacher 
and now I can teach knowing that there are specific methods and skills needed 
when teaching literature….”  
 
Suzy (UL), also revealed that: 
 “…What I have learnt, especially on poetry and short stories has given and 
equipped me with much more knowledge that I can share with my learners once I 
am employed at school. …The disadvantage is that I was only doing drama and 
novel in high school.” 
 
This response to the question goes beyond the university level in that the respondent 
was never introduced to other forms of literature such as poetry prior to university 
education. This lack of background knowledge appears to be common amongst many 
respondents. For example, in response to the same question, Grace (UG) bemoaned:  
No, I do not agree with the statement. Literature has many genres and sometimes 
there are fantasies, which are not reality. Some of the literary works are personal 
experiences of the author and are not reliable [to] utilise… in the real world [to] face 
and solve social challenges. Literature is for enjoyment and even [our] prescribed 
text] are used to increase vocabulary and the world of reading. It is not so that I can 
deal with social realities…  
 
Important to note in the above response is the claim that Grace has not acquired the 
purported knowledge gained from the learning of literature as some of the prescribed 
texts she read were “…fantasies, which are not reality.” As such, such literary genres 
could not be used as effective tools to empower learners with the skill to contribute to 
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social transformation as they, to use her exact words, “…are not reliable [to] utilise… 
in the real world [to] face and solve social challenges”.  
 
Central to Grace’s response is that this literary genre was important only in so far as 
it increased her vocabulary as it was prescribed and taught only for “enjoyment”. 
Although it is possible that Grace could simply possess a narrow – almost false – 
understanding of literature and its purpose in general, the issue of using literature as 
a language resource whose only significance was to improve communication skills and 
vocabulary is shared by many respondents. For example, Cate (UG) also pointed out 
that: 
 “…by [learning] literature I have improved my communication skills and 
competences and I can say in confidence that literature has assisted me in building 
my vocabulary.”  
 
Similarly, Ben (UL) revealed that: 
 “I learned to use various language structures and conventions critically and 
correctly. This also helped me when communicating with other people in real life 
situations.” 
 
In addition to this, Jane (UL) declared that: 
 “I can now teach literature better than other teachers at school, especially poetry. 
I find it [more] easier than other teachers.”  
 
As seen in the above responses, some of the issues raised by most respondents 
regarding the learning of literature included that it helps them develop language skills, 
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and increases their vocabulary and other communicative competencies. The issue of 
the relationship between literature and language is highlighted by Abdulla, Alfauzan, 
Abdulijabbar and Hussain (2017) who draw our attention to the fact that language in 
literature brings students to precisely the level of awareness with regard to the nature 
of language that other English modules attempts to inculcate into the students.  To 
achieve this, as the above responses would show, English literature modules use the 
analysis of literary and cultural texts. This view is shared by Ferreira (2009) who 
argues that literature encompasses all aspects of a language curriculum: listening, 
speaking, reading, writing and understanding language structure and usage.  
 
 5.8.4 Analytical and Language Skills 
It is important to note that the respondents also highlighted certain aspects of the 
literature module which they have found to be challenging. To establish this, a question 
was raised: Which aspect(s) of the literature module have you found difficult to 
understand? Provide reasons.  
In response to the question, Pedro (UG) had this to say:  
“Poetry [was difficult]. I never learned poetry until I came to university.” 
 
Another respondent, Jane (UL) responded that,  
“I do not understand how to identify a theme in a short story.” 
 
Jane’s response can be juxtaposed with the response (to the previous question as 
presented in the preceding paragraph) that she gave when she claimed that: 
“I can now teach literature better than other teachers at school especially poetry. I 




This lack of ability to identify themes in literary texts is worrying, especially because 
this is the same respondent who claimed that she can now teach literature better than 
any other teacher at school. If this is the case then, one wonders how such a teacher 
would be able to teach short stories, novels and poetry (all of which deal with themes) 
to learners without herself being able to identify themes.  
 
Also, there is another contradiction and lack of consistencies in Jane’s responses to 
the questions. For example, earlier a question was asked to determine whether, 
“…literature (literary work) is important in that it serves as a tool that represents 
social reality.” 
Jane (UL) clearly and specifically mentioned that: 
 “The short stories that we were assigned [to do], for example, ‘The Suit’, helped 
me to use my imagination and go back to the days of Apartheid and understand 
how the neighbourhood used to live. Literary works help me as a person to get 
informed about things ] would not know.”  
 
It is therefore not clear how Jane was able to arrive at this very important point without 
her being able to identify the theme the story was about. The challenge highlighted in 
this paragraph reflects the Department of Education Concept Report’s (2016) claims 
that teachers who teach literature to learners often struggle with features used in 
literature. The report further reveals that there are no support materials and resources 
to guide them on how to design their teaching and assessment programmes in schools 
(DoBE, 2016). Clearly, the challenge that Jane revealed in this paragraph is really 
alarming, because the school level, as highlighted by the DoE Concept Reported cited 
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above, offers no support materials and resources to guide teachers in their teaching 
of literature to learners. 
 
To the same question, Johnny (UL) pointed to the language used in literary texts as 
one of the aspects of the English literature module he found difficult. He revealed that 
what he finds difficult is, “The grammar part because at times the language used in 
literature can be difficult to understand as [it is] used in [a] figurative [way], more 
especially in the poems, [which use] poetic elements or devices.” 
 
 The issue of difficulty in understanding poetry appears to be a challenge to almost all 
the respondents. In addition to this, for instance, Grace (UL) added that,  
“…sometimes it is hard to understand the message of the poem and to analyse its 
features”.  
Suzy (UL) also echoed the same sentiments:  
“It is not easy for me to analyse poems line by line. The only [aspect of the poem] I 
am good at is summarising, and outlining figures of speech. So, it is not easy to 
choose poems and teach them to my learners since I do not have a full 
understanding.” 
 
Suzy’s response is not surprising given that this is the same respondent who, in the 
preceding question, claimed that her disadvantage was that she was never taught 
poetry at school until she reached the university. Moreover, another respondent also 
confessed that: 
 “Poetry [is difficult], I believe [it] is because I never studied poetry at my secondary 




These responses are interesting because DoBE’s CAPS of (2011:12) states that: 
The main reason for reading literature in the classroom is to develop 
in learners a sensitivity to a special use of language that is more 
refined, literary, figurative, symbolic, and deeply meaningful than 
much of what else they may read. … [It] is to show learners how … 
language can be used with subtlety, intelligence, imagination, and 
flair…. Such work might involve examining the presence or absence 
of imagery; [the] kind of imagery [that] is being selected by the writer 
and why; sentence structures and paragraphing, or the layout of 
poems; choice of words, continuing motifs through the text; the use of 
symbol, sound, and colour where appropriate. 
 
It is therefore not clear how these respondents could have progressed through 
secondary school level to university education without being taught poetry and its 
special use of language. It is also not clear whether teachers themselves simply opted 
not to teach poetry due to their lack of knowledge of this literary genre as poetry is part 
of the literary curricula for school learners or whether the DoBE gives them an option 
to choose any literary genre that interests them as teachers. It would be interesting to 
see how these respondents as prospective teachers would cope with teaching poetry 
to their students if they themselves possess no knowledge in this type of literature.   
Lastly, the respondents were asked to reveal aspects of the literature module which 
they enjoyed the most. To do this, this question was presented:  
Which aspect of the literature module have you found helpful and/or insightful 
as a prospective teacher? 
To this question, various responses were given. For example, Cate (UG) highlighted 
that: 
 “I found the language and conventions part of the English module helpful, because 




The issue of language was further taken up by Grace (UL) who also attested: 
 “Language – it helps [me] as an individual to develop communication skills and 
such as reading …writing and presenting, listening and speaking, and language 
conventions which are all helpful in the outside world. [i] utilise them in our everyday 
world.”  
 
Similarly, Johnny (UL) added that: 
 “The conventions and language structure as [they] involve all aspects of 
languages, in particular it can [provide] the solution [to the language challenges] 
that I faced in English…”  
 
Interestingly, it is important also to record that this is the same respondent who 
lamented that he found language in literature to be too difficult to understand, 
especially poetry, as it tends to employ certain poetic devices and other related 
elements. It is certainly not clear how what was once cited as a weakness has 
suddenly become a strength for Johnny.  
 
Also, while Ben (UL) claimed, on the one hand, that: 
 “[A] critical analysis of the story helped me to understand them critically and deeply.” 
 
Suzy (UL) contended, on the other hand, that: 
 “The fact that I gained more knowledge in understanding literature by reading and 
reviewing short stories, analysing and responding positively on the questions 





To the same question, Marx (UG) pointed out that: 
 “Class discussions, and dialogues provide one with multiple perspectives of looking 
at issues and they promote a comprehensive development of reading, writing, 
listening and speaking.”  
 
Based on the above, it is clear that literature has equipped most of the respondents 
more in terms of improving their language and effective communicative skills than 
empowering them with the knowledge and pedagogic practices necessary for critical 
thinking. 
 
To ensure a great deal of validity and reliability of the data collected in the context of 
the teaching of literature to students as prospective teachers, the use of 
questionnaires was triangulated with face-to-face, unstructured interviews with two 
staff members who were in charge of the literature modules. Fusch et al. (2018) define 
triangulation as the use of different data collection methods that are used in the 
gathering of data from multiple sources. According Fusch et al. (2018), triangulation is 
essential for ensuring the reliability and validity of data. In this regard, Fusch et al. list 
four methods of triangulation, namely: methodological triangulation, data source 
triangulation, theory triangulation and investigator triangulation (Fusch et al., 2019). 
Data collection in this study involved the triangulation of data sources and 
methodological triangulations. While the former was achieved through the use of 
lecturing staff as an additional primary source of data, and documentary evidence (in 
the form of a module outline) as a secondary source of data, the latter was realised 





5.9 A REFLECTIVE EVALUATION OF THE DATA ANALYSED 
 
5.9.1 Relevance of the Findings to the Critical Questions of the Study 
The preceding sections presented the respondents’ attitudes towards literature in 
general as well as their individual reasons that informed the choices to enrol for the 
English major at their respective universities.  The sections also offered the kind of 
knowledge the respondents demonstrated in their understanding of the relationship 
between literature and society. This background information assisted the researcher 
in arriving at the findings that would later address to the critical questions that guided 
this project as highlighted in the introductory section of this Chapter. As a reminder, 
such critical questions are: 
 How do teacher-trainees reveal their mastery of the knowledge and 
understanding of the role played by literary art both in education and 
society as part of transformation? 
 What type of knowledge do teacher-trainees reveal in their understanding 
of the role played by literature in education and society? 
 How do teacher-trainees contextualize their knowledge of the role of 
literature in the teaching of critical literacy to learners in the classroom?  
 How does teacher-trainees’ knowledge in the teaching of literature assist 
learners understand and bridge cultural differences? 
In addition to the above, this reflective evaluation also assisted this study in 
determining whether the pedagogic practices in the teaching of literary art in the 
English Education Discipline at the Universities of Limpopo and Johannesburg could 
be said to have prepared teacher-trainees with the knowledge and skills for 
understanding the role of literary art in challenging, exposing and (de)legitimising 




To answer the first question: How do students show their mastery of the 
knowledge and understanding of the role of literary art in education and 
society?  
The critical analysis of data in the preceding sections of this Chapter revealed that the 
students showed their understanding of the role literature can play in education and 
society. To show this, the students were able to demonstrate in their responses that 
literature is capable of representing social realities and, in the context of education, 
literature makes students understand how the teaching and learning of literary art 
could be used to deepen students’ understanding of how certain practices and 
ideologies shape(d) our societies. For example, Cate, a student at the university in 
Gauteng claimed that:  
“Literature makes me view society as unfaithful and not fair. For example, The Suit35, a 
short story that talks about women who are not faithful to their husbands, and husbands 
that always revenge every wrong thing done towards them.” 
 
The above quotation simply highlights that the student was able to use literary art in 
the form of a short story to understand issues raised in the text in relation to certain 
behaviours and practices that take place in society. This is an important point, 
however, it could be argued that the student was too eager to generalise the narrative 
of one short story to a social “theme”. The story in question has value, but it is 
important to acknowledge that not all relationships work out the way the story is 
presented. This is so because the empty suit that occupies a place at the table could 
be understood as a literary device (a metaphor) rather than a reality. Despite all this, 
the student’s ability to engage with issues raised in certain texts as cited in the 
quotation above is indicative of the fact that the teaching of literature to students at the 
                                                 
The Suit (1968) is a short story written by a South African writer Can Themba.  
195 
 
university in Gauteng, for example, could be said to have offered to students the kind 
of knowledge that grounded their understanding of social issues raised by literature. 
This issue is also made clear by Ben, one of the respondents at the University of 
Limpopo, in the following extract: 
“…literature is useful [in] address[ing] the social ills and the negative effects they have on 
people and the consequences that arise therefrom. So, literature will help [learners] avoid 
such pitfalls and the resultant consequences [in order] to become responsible citizens.” 
 
Clearly, the quotations provided show the student’s understanding of how literature as 
imaginative fiction can assist in raising students’ awareness about social issues that 
affect their lives as citizens in a social context.   
 
To answer the second Critical Question: What kind of knowledge do 
students manifest in their understanding of the role literary art can play 
in education and society? 
The findings of the investigation showed that the respondents possessed both 
knowledge about literature, on the one hand, and knowledge of literature, on the other 
hand. The former was confirmed in Part 3 of the questionnaires (see Figures 5.3 and 
5.4) wherein the respondents in the two Universities showed almost equal levels of 
grasp of the general knowledge about literature, thereby providing correct answers to 
the questions posed to them in relation to such literary characteristics as the setting of 
the story, the plot, the climax, the characters, the language and poetic devices, as well 
as other relevant features of an Aristotelian poetics drawn from ancient Greek drama 
and applied to modern fiction, short stories, in this case, but also applicable to novels. 
The latter was also witnessed in Part 3 of the questionnaires where respondents 
needed to address the 6 long questions which allowed for them to relay their 
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understanding of the relationship between literature and society. Notably, one of the 
respondents claimed that: 
“The short stories that we were assigned [to do], for example, ‘The Suit’, helped me 
to use my imagination and go back to the days of Apartheid [and understand] how 
the neighbourhood used to live. Literary works helped me as a person to get 
informed about things [I] would not [have] know[n].”  
 
As such, the kind of knowledge the students at the selected universities presented 
was such that they possessed knowledge of the general characteristics of literary 
works, i.e. knowledge about literature, and also demonstrated, to a considerable 
extent, an understanding of the role literature plays both in education and in society. 
This suggests that the teaching of literary art at these two institutions served to foster 
the students’ in-depth understanding of how certain ideologies influence the ways in 
which a community of readers is able to view the world. This knowledge has much in 
common with Marx’s and Engels’ (1976) understanding as discussed in Chapter 3 of 
this study that literary art as a product of social reality cannot be divorced from a variety 
of human experiences which it seeks to represent.  
 
To address the third question: How do students relate their knowledge of the role 
played by literary art in the teaching of critical literacy to learners?  
 
Although the findings of this study revealed that the majority of students have gained 
more language skills from studying literature than its other social capabilities, the study 
acknowledges that there some of the respondents gained some understanding of the 
role of literature in exposing (and teaching about) various social issues and values. 
The findings demonstrated the above by highlighting how literary art is able to assist 
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learners to understand certain issues that take place in society. For example, Clara, 
one of the respondents, revealed that: 
 “[In] teaching gender violence I can [use] ‘Beauty’s Gift’, where women had no say 
about their sexual life, [and] men used to take control of everything…. Learners in 
class can be taught about gender issues…. Also, literature engages learners to be 
open about these issues”. 
 Another respondent claimed: 
 “…What I have learnt, especially in poetry and short stories has given and 
equipped me with much more knowledge that I can share with my learners once I 
am employed at school….  
The students’ understanding of the relationship between literature and society and 
how such a relationship could be of benefit to their learners showed that the 
respondents would use their acquired knowledge to equip learners with the necessary 
skills to be able deal with the issues raised in some literary texts once they are at 
school.  
Responding to the last question: How do students’ knowledge in the teaching of 
literary art help learners understand, question, and bridge cultural differences? 
 
The findings of this study showed that the respondents were able to show that the 
teaching of literature in the context of schooling could benefit learners, thereby helping 
them learn to embrace, celebrate and appreciate diversity in society. In effect, 
literature would enable learners to develop a sense of toleration towards cultural, 
religious and socio-political differences in the South African society and the world in 
general. Although this is the case, it is important to highlight that literature can only 
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provide a point of leverage when addressing topics of human rights and diversity. As 
such, one has to acknowledge that literature alone cannot achieve all these. Instead, 
it should be seen as part of a cultural space because readers experience a range of 
other influences – not just by reading literary texts. These are issues are presumably 
addressed in other school subjects such as Life Orientation, Social Sciences, 
Geography and History. This calls for teachers of literature and other learning 
programmes to employ a variety of activities to instil critical learning in learners, 
thereby exposing them to alternative perspectives and experiences in order to raise 
awareness about social issues. In other words, learning should be, “…a participatory 
and sustaining function within the society, while recognizing the individual essence 
and vitality of a learner's cognition” (Moore, 1998:23).  
 
Most importantly, the findings revealed that the respondents acknowledged the power 
of literary art in challenging certain misrepresentations and distortion prevalent in 
certain works of art. For example, Marx, a student at UG contended: 
 “Sometimes literature provides a distorted view of reality. For example, the 
representation of Africa and Africans by Western literature is biased, as 
Chimamanda Ngozie Adichie argued in ‘The Danger of a Single Story.’” 
 
This is an important statement from a student who is studying to be a teacher in post-
Apartheid South Africa. The statement is particularly important in that it assists 
teachers and learners alike to question, probe and challenge certain stereotypical 
attitudes and misrepresentations in certain literary texts, about people of different 
nationalities, religions, cultures, races, gender groups and sexual orientations that 
often form the basis for socio-political and economic injustices such as classism, 
199 
 
racism, gender inequality, and other dreadful beliefs and practices that dominate 
South African society. Against this background, it is clear that the respondents’ 
knowledge of the role of literary art in society and education in particular could assist 
learners understand, question and bridge cultural differences as raised in the last 
critical question that guided this study.  
 
5.9.2 Determining the Relevance of the Findings to the Purpose of the Study 
 
In addressing the purpose of this study, which was to investigate whether the teaching 
of literary art to teacher-trainees in two selected universities, namely: the university in 
Gauteng (UG) and the university in Limpopo (UL) could be said to be preparing 
students with knowledge and pedagogic practices to empower learners with skills to 
contribute to the process of social transformation; it was important to look at the 
differences in design of the English Education Disciplines in the Education Faculties 
of the two Universities. This would assist in explaining how such differences could 
have assisted (or failed to do so) in ensuring that the pedagogic practices in the 
teaching of literature to teacher-trainees were capable of effectively empowering the 
students with the necessary skills and knowledge to produce learners that would be 
able to, as envisaged in the Curriculum and Assessment Policy Statement (CAPS) 
(DoBE, 2011:9), “identify and solve problems and make decisions using critical and 
creative thinking” and “demonstrate an understanding of the world …” around them. 
 
5.9.3 English Education Discipline at the selected Universities  
 
The English education discipline at UL is housed in the Faculty of Humanities’ School 
of Education, and falls under the Department of Languages, Educational Management 
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and Social Sciences Education36.  It is also important to point out that the teaching of 
literature at UL is conducted in the Department of Languages under the School of 
Education, and that the academic staff involved in the teaching of literature to students 
is a member of the same Department of Languages in the School of Education. Asked 
if he is involved both in the teaching of literature to students and in assessing them on 
their teaching of literary texts to learners in schools during teaching practice (school 
experience) period or if they outsource the teaching of the literary content to the 
academic English Department, the staff member revealed: 
 “No, we do everything, we have, like in this case methodology, a colleague who 
teaches methods and I teach content. But I am also involved in their teaching 
practice when they go to schools.” 
 
The staff member also clarified that he was also involved in assessing the students on 
their teaching methodologies during teaching practice in schools although he did not 
teach them methodology himself. Asked how possible this was if he never taught the 
students, this is what he had to say: 
 “We have instruments that we commonly use.  So, it is easy to evaluate; when we 
evaluate we have common understanding for the things we should look for.”  
 
The involvement of an academic staff who was responsible for the literary content in 
the process of assessing students during their teaching practice in schools appeared 
to make logical sense in terms of determining whether the trainees are able to use 
their knowledge and skills acquired in the literature class to educate their learners 
about the role of literature in society (Balfour, 1998, Samuel, 2004, Mabunda, 2009). 
                                                 




In its Course Outline, the English education discipline at UL seeks as its purposes, 
amongst many deemed irrelevant to this study, to:  
 strive for the development, in schools, of quality learning (English) and 
teaching relevant to a changing South Africa; 
 prepare teachers of English as a first additional language for further 
education and training phases and better curriculum management and 
implementation; 
 promote the reading habit of the aspirant teacher (English) so that s/he can 
pass on his/her expertise to the learners;  
 create a positive attitude towards English as an alternative medium of 
communication both as a language of learning and teaching and as a means 
of day-to-day social interaction; and 
 create an overall English language teacher who will inspire his/her learners 
to be sensitive about the language phenomenon and its many uses in a 
communicative context, entailing, amongst others: 
 Using the language with care and sensitivity when speaking to colleagues and 
learners.  
 Encouraging activities that will promote such sensitivity both on the school 
campus and in the community at large  
 Producing English as First Additional Language teachers who are dedicated 
to the profession and committed to the general well-being of the learners. 
 Develop[ing] the English as a first additional language teacher as [a] 
competent, reflective professional within his/her community.  
In addition to the above, the English education discipline at UL also hopes, through its 
Module Outcomes, to:  
 assist the student teacher (English) to be able to demonstrate the ability, in 
an authentic context, of using the English language, to consider a range of 
possibilities for action, make considered decisions about which possibilities to 
follow, and to perform a chosen action; and  
 help the student teacher to use English as a subject and as a language of 
learning and teaching to appropriately explain, describe and discuss key 
concepts in his/her learning area, i.e. English (Source: UL study guide). 
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Of great importance to note in the above lists of Purposes and Outcomes of the English 
Education module at UL is that, none of the lists speak to the need to empower the 
student-teacher with the nature of pedagogic practices that would create teachers who 
are equipped with the knowledge and skills to produce learners capable of identifying 
and solving problems and making decisions using critical and creative thinking (DoBE, 
2011) through the teaching of literary texts in the classroom context. Similar to the 
DoBE’s (2011) CAPS document, the rationale for the teaching of literature at UL 
appears to be centred on students’ ability to teach and use English as language for 
teaching and learning, and a means of communication on a daily basis.  
In other words, the Course Outline does not seem committed to produce teacher-
trainees who will use the knowledge they acquired in the literature module to, “equip 
learners, irrespective of their socio-economic background, race, gender, physical 
ability or intellectual ability, with the knowledge, skills and values necessary for self-
fulfilment, and meaningful participation in society as citizens of a free country” (DoBE, 
2011: 4) as expected by the DoBE, their prospective employer. However, it was fair to 
appreciate that the students’ responses revealed that the students possessed 
adequate understanding of the relationship between literature and society. On the 
basis of the responses, one can arguably claim that the pedagogic practices in 
the teaching of literature to teacher-trainees at UL were capable of preparing 
students with knowledge and pedagogic practices to empower learners with 
skills to contribute to the process of social transformation. Such a successful 
training of students could also be attributed to the full involvement of the academic 
staff both in the teaching of the literary content to students, and in the follow-up 
process (by the same academic staff) of assessing the students during teaching 
practice period in schools, as revealed during an interview with the staff member. 
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Unlike at UL, the university in Gauteng (UG) English Education discipline is housed in 
the Faculty of Education. The teaching of the content of English literature is outsourced 
to the Department of English in the Faculty of Humanities. Students in the Education 
Faculty who major in English are required to register for English Literature modules 
with the English Department which offers them content only. This simply suggests that 
the staff members in the English Department who teach the English literature modules 
to the Education students do not offer them the teaching methodology. In other words, 
teaching methods are offered by academic staff members in the English Education 
discipline in the Faculty of Education. To clarify, the teaching of literary art in the 
English Department and the English Education discipline treat theory and practice as 
two separate components whose acquisition ought to take place at different 
Departments. This co-ordinated teaching approach between the English Education 
discipline and the academic English Department in the teaching of literature to 
teacher-trainees was confirmed by an academic staff who formed part of the 
respondents in this study when he claimed:  
“[The] English department did not set the literature programme up for education 
purposes …. So, in a sense the English Department is providing information and 
knowledge about English that is also intended for education students. The 
methodology situation is that we try to address concepts not narrowly focused on 
specific books because the books themselves that are taught at schools sometimes 
change over time. So, we do refer to certain texts in our methodologies.  For 
example …we also refer to poetry, a range of poems and some of them are taught 
in the English Department but [others] are not taught in the English Department, 




Commenting on the outsourcing of the teaching of literature to the academic English 
Department as in the quotation above, Munzaki, Saudah and Risdaneva (2016: 33) 
warns that this arrangement fails to prepare future teachers of literature sufficiently (in 
terms of teaching methodologies) “to exploit the potential of literature study as a force 
to liberate the creative and critical potential of their learners in the classroom context”.  
According to Munzaki et al. (2016) and Samuel (1994), the outsourcing to the English 
Department by the English Education discipline of the teaching of literature to 
education students is not without challenges. Such challenges include that in their 
teaching of literature to learners during practice teaching, teacher-trainees tend to rely 
more on their ability to remember what their lecturers presented to them in the English 
Department literature class than engaging critically with the text through the use of 
their acquired skills offered during lecture workshops (Munzaki et al., 2016; Samuel, 
1994).  
 
Clearly, this approach to teaching literature to teacher-trainees is “characterized by 
the ability to recall the appropriate content and critical analysis presented in the lecture 
halls” (Mabunda, 2009:67). In relation to this, Samuel (1994:15) writes: 
Students…attend[ed] the lectures and tutorials to become au fait with the 
appropriate packaged knowledge that particular lecturers display[ed] so that 
when they [had] to write the examination the students select[ed] for 
regurgitation of the appropriate content which lecturers … presented within 
the lecture halls. … [O]ne might see a student display a detailed Marxist 
critique of a particular text simply because the lecturer concerned had 
engaged with this kind of analysis within the lecture hall; yet the student [was] 
unable to provide alternate readings…of the same text…. 
 
From the above assertion, one can argue that the traditional role of the English 
Departments correctly does not conceive of its function as being to develop students 




Within certain attempts to establish whether the teaching of literature at UG has 
equipped students as a prospective teacher with the necessary skills and teaching 
methodologies to empower learners with intellectual tools to deal with social 
challenges in society, Marx, a respondent at UG revealed that,  
“Not really. The literature module is sometimes delivered in an abstract manner, 
particularly foreign literature. Africa is vastly different from Western countries. 
Although the issues experienced are may be similar, the way they are experienced 
is contextual. So, the main problem is getting learners to intellectually grasp the 
philosophical meaning of the text at their level.” 
 
The above claim points to the need to treat the teaching of literary content as well as 
the pedagogic practices to teaching literature to be treated as processes that need to 
take place in one department, the English Education Department. The difficulty faced 
by teacher-trainees in helping learners to grasp intellectually the philosophical 
meaning of the text as highlighted in the above assertion was also confirmed by one 
of the academic staff who is involved in the teaching of methodologies to students at 
UG who shared his personal experience with his students explicitly: 
“In one of the third-year classes that I teach, I looked at the issue of character and fiction, 
but I looked at the issue of character in reality as well. So, I gave an example of Jesse 
Owens … a Black American athlete, and I looked at his achievements in a very short time 
like few minutes… and …put [my] slides…onto Ulink37. So, when I did teaching assessment 
in one school, one of my students had taken those slides, modified them slightly and taught 
                                                 
37 ULink is an Internet-based program used to perform various functions such as teaching, posting of 
study materials and announcements for students by academic staff at the university in Gauteng. 
206 
 
a lesson using Jesse Owens who was an Olympic athlete and used this in 2016 when the 
Olympic Games were happening in Rio de Janeiro. So, a strong element of my class was 
presented in Queen’s High School in Bedford View area and my students do that, they take 
my presentations which I make available to them. 
The above experience relayed by the academic staff member only serves to confirm 
the dangers of outsourcing the teaching of literature content to the English Department 
at UG. It was therefore no surprise that students would struggle to use their knowledge 
regarding the issues of character and fiction (which are key to literary teaching, 
learning and analysis) in literature to create their own context within which such 
knowledge could be applicable when they had to face their learners at school. 
In determining whether the teaching of literature at UG has addressed the 
purpose of the study, there is enough evidence to suggest, as highlighted in the 
preceding sections of this chapter, that the students have acquired an in-depth 
knowledge about the interrelationship between literature, society and 
education. There is also adequate evidence to suggest that the students have 
acquired knowledge of how literature could serve as an important tool in inculcating 
critical spirit, thinking and reasoning to their learner as shown elsewhere in this 
Chapter. However, it is difficult to ignore that the co-ordinated teaching of literary 
content and teaching methodologies between the English Department in the Faculty 
of Humanities and the English Education discipline in Faculty of Education affects 
students’ ability to use effectively the separate knowledge they have acquired in the 
classroom context. As such, one could argue that the teaching of literature to 
teacher-trainees at UG did not adequately prepare them in ways that would 
enable them to use sufficiently literature to empower their learners, first, due to 
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their inability to match their knowledge of the role of literature in society to the 
level of their learners and, second, their lack of creative skills to establish their 
own context within which they could apply their literary knowledge without 
relying on the work compiled by others. 
 
5.10 CONCLUSION 
This chapter presented and critically analysed the data collected for the purposes of 
this research project. The chapter offered an analysis of the data and provided a critical 
reflective evaluation of the data in order to answer the critical questions and establish 
findings for this investigation. The analysis of such findings provided insight into the 
kind of knowledge the students’ possessed regarding the role of literature in society, 
and the literary pedagogy required for teaching literature. The analysis of data also 
assisted this project in establishing whether the teaching of literature in the two 
selected universities, namely: the university in Gauteng (UG) and the university in the 
Limpopo (UL) could be said to have prepared teacher-trainees with pedagogic 
practices to empower learners with skills for social transformation. 
   
In addition, the chapter also explored the respondents’ personal attitudes towards 
literature in general to determine the possible resultant effects on their ability (or lack 
thereof) to apply effectively the necessary pedagogic practices in the teaching of 
literature to learners (Abdullah et al., 2017; Dass et al., 2012). The chapter, 
furthermore, looked into the reasons that informed students’ choices to study literature 
to determine whether such reasons could have had certain influences on students’ 
mastery of the pedagogic practices (or lack thereof) needed in the teaching of literary 
art to learners in schools. Apart from this, the chapter explored the nature of knowledge 
the respondents possessed in relation to literature in its various genres in order to 
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respond to the critical questions that guided this study.  To do this, the chapter 
identified the themes that emanated from the responses offered by the respondents, 
coded and categorised them for analysis. Lastly, the chapter provided a reflective 





CONCLUSION, SUMMARIES AND RECOMMENDATIONS 
___________________________________________________________________ 
6.1 INTRODUCTION 
The previous chapter covered the data analysis and interpretation. It furthermore 
answered the research questions. It covered the value of the input by the respondents’ 
open-ended questions, the two participants’ responses who participated in the 
individual interviews and quantitative data, embracing a short test to determine 
respondents’ knowledge pertaining to teach literature in a way to support 
transformation. This chapter serves as conclusion and shares the recommendations 
that emanated from the thematic analysis.  
 
6.2 REFLECTIVE SUMMARY 
 
In an increasingly diverse society that is characterised by such ills as classism and 
other discriminatory beliefs and practices, it is important for pedagogic practices in 
teacher training institutions to equip teacher-trainees with skills and knowledge to 
contribute to human freedom and improve the human condition (Banks 2006). On the 
one hand, teacher-training institutions should facilitate knowledge production, thereby 
providing teaching and learning programmes such as literary curricula that seek to 
produce teachers of literature who are armed with enough knowledge and critical skills 
needed to contribute to social change. Such programmes should focus on engaging 
with democratic values, multicultural content, cultural heritage and beliefs, affirmative 
attitudes towards diverse groups of people, and critical pedagogical skills that reduce 
prejudice and increase social inclusivity as echoed in DoBE’s (2011) Curriculum and 




Teachers, on the other hand, must be able to facilitate the development of a sense of 
respect in learners towards people of different races, religions, sexualities, 
nationalities and ethnic groups (Kunkel-Pottebaum, 2013). Furthermore, teachers 
should be seen as trained citizens and professionals who possess knowledge and 
skills to provide an equitable critical pedagogy – a critical approach in their teaching 
practices that will allow learners in the classroom context to take a critical stance in 
society and give them the necessary tools and power to take social responsibility to 
improve their own lives and that of their community in general (Kunkel-Pottebaum, 
2013). To achieve this, this study argued in Chapter 1 that the teaching of literary art 
in teacher-training institutions should prepare teacher-trainees in ways that should 
instil in them eagerness to offer critical pedagogy that opens up possibilities of 
intellectual, social and emotional growth in the classroom context.  
 
The study further highlighted in Chapter 2 that the literary curriculum in particular and 
the pedagogic practices in the teaching of literary art should encourage an academic 
rigour, cultural inclusivity, and critical thinking activities that give rise to reflective 
actions (Boutte, 2009). This approach to teaching literature, the chapter continued, 
would assist in dealing with a wide range of opinions, values, experiences and 
backgrounds concerning race, ethnicity, social class, gender and sexuality that 
learners bring to the classroom context (Kunkel-Pottebaum, 2013).  Using critical 
literary analysis of current and historical socio-political realities presented in certain 
literary texts, students as prospective teachers can develop an awareness of past, 
present, and future social issues.  
 
Such a critical analysis of literary texts, the chapter concluded, would allow students 
to analyse historical events, form critical questions and synthesize their findings, thus 
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enabling themselves to understand power relations, social issues, and alternative 
perspectives (Jewett, 2007). In other words, the purpose of critical literary pedagogic 
practice will be to empower literature teachers with multiple perspectives and 
encourage them to think critically and take action through critical dialogue with their 
learners.   
 
Central to the above is a belief that literature will encourage teachers and their learners 
alike to challenge passive acceptance of theories and beliefs, including the belief that 
all humans are equal, thereby examining and/or disputing the power relations that 
currently exist in society. Such will be an approach for teachers of literature and their 
students to uncover issues of oppression while allowing themselves to be reflective on 
critical issues. As a result, learners in the classroom will develop alternative 
perspectives and, to borrow (Brown’s, 2006:40) exact phrase, “rational discourse”38, 
as well as opportunities to reflect critically on social structures.  
 
In its attempts to investigate whether the teaching of literary art to teacher-trainees in 
two selected universities, namely: the university in Gauteng (UG) and the university in 
the Limpopo (UL) could be said to be preparing students with knowledge and 
pedagogic practices to empower learners with skills to contribute to social 
transformation in post-Apartheid South Africa, Chapter 1 provided the background and 
the context of the study. The chapter proceeded to present the problem statement 
which was accompanied by an identification of the critical questions that guided the 
study. It further introduced the study’s main goals and provided a section on concept 
                                                 




clarification. The chapter concluded by providing a section on the overall design of the 
study of this report. 
 
Chapter 2 offered various definitions and interpretations regarding the concept of 
literary art as understood by various scholars and literary theorists. The chapter further 
presented a brief historical background regarding the role of universities. Chapter 2 
proceeded to the section that sought to interrogate the ideological and theoretical 
underpinnings that informed the teaching of literature as well as the pedagogic 
practices used in the teaching of literary texts in the context of schooling. In the 
process, this section was a discussion on whether or not such teaching approaches 
encouraged critical thinking and reasoning on the part of teacher-trainees. To achieve 
this, the section referred to various empirical studies conducted both in schools and at  
universities with aims of establishing ways in which the content of the literary set works 
as well as the teaching approaches used related to the socio-political realities that 
shaped the South Africa society.  
Furthermore, the chapter looked at Cultural Heritage as an approach to teaching 
literary art to learners in Apartheid South African schools. In addition to this, a brief 
discussion on Cultural Materialism as the basis for literary criticism was made in order 
to highlight the role of literary art as viewed from the cultural point of view. 
Notwithstanding the interrelatedness between history and literature, the chapter also 
offered a critical discussion detailing the effects of the use of literature to highlight 
sensitive topics that take place in society, thereby making such issues form part of 
classroom discussion in order to promote critical thinking and reasoning on the part of 
students. To do this, the chapter paid particular attention to various debates 
surrounding the use of literature as sources of knowledge.  
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Chapter 3 discussed the concept of post-colonialism (PC) and offered various 
definitional debates surrounding the concept. The chapter argued that post-
colonialism was particularly effective in helping this project to identify connections 
among all the domains of human experience – the psychological, ideological, social, 
political, and aesthetic – in ways that will show just how inseparable these categories 
are in the lived experiences of South Africans and the world in general. The chapter 
showed how PC was capable of challenging and exposing certain ideologies and 
beliefs that informed the pedagogic practices in the teaching literature in the context 
of schooling. The chapter achieved this by drawing from various literary works as well 
as the theoretical positions of other post-colonial scholars such as Said’s (1978) 
concepts of Orientalism and Colonial Discourse.  
 
In addition this, Chapter 3 gave an exploration of neo-colonialism to highlight its 
enduring effects on political, economic, and cultural activities of post-colonial societies. 
Moreover, the chapter offered a detailed discussion of Marxism, decoloniality and 
poststructuralism to show how these theories are crucial as they offer alternative 
theoretical lens through which teacher-trainees could develop an understanding of role 
of literature in society. It further revealed how postcolonial theory as a theoretical 
vantage point was important in this project as it can engage with issues to be 
investigated in this research project.  
 
Chapter 4 provided a detailed discussion of the methodological procedures used in 
this study. The discussion included a look at Grounded Theory as a conceptual 
framework and its relevance to this project. The chapter discussed the historical 
development of Grounded Theory, thereby revealing the significance the theory has 
for qualitative enquiries. The chapter proceeded to offer a discussion on Hermeneutics 
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as a philosophical assumption that informed the interpretation of the data collected for 
the purpose of this study. To achieve this, the chapter outlined how an interpretive 
case study as its methodology was useful in facilitating access to a deeper 
understanding of the use of literary art as a teaching tool necessary to empower 
learners with skills and knowledge to contribute to social transformation. It further 
described the population sample that participated in the data collection for this 
research project. The chapter concluded with a detailed discussion on the limitations 
of the study as well as ethical considerations that informed the research process.   
 
Chapter 5 presented and critically analysed the data collected for the purposes of this 
research project. The chapter offered analysis of the data and provided a critical 
reflective evaluation of the data in order to answer the critical questions and establish 
findings for this investigation. The analysis of such findings provided insight into the 
nature of knowledge the students’ possessed in relation to the role of literary art in 
society, and the pedagogic practices necessary in the teaching of literary art to 
learners in the classroom context. The analysis of data also assisted this project in 
determining whether the teaching of literary art to teacher-trainees in two selected 
universities could be said to be preparing students with knowledge and pedagogic 
practices to empower learners with skills for social transformation.   
 
In addition, the chapter also explored the respondents’ personal attitudes towards 
literature in general to determine the possible resultant effects on their ability (or lack 
thereof) to apply effectively the necessary pedagogic practices in the teaching of 
literature to learners (Abdullah et al., 2017; Dass et al., 2012). The chapter, 
furthermore, looked into the reasons that informed students’ choices to study literature 
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to determine whether such reasons could have had certain influences on students’ 
mastery of the pedagogic practices (or lack thereof) needed in the teaching of literary 
art to learners in schools. Apart from this, the chapter explored the nature of knowledge 
the respondents possessed in relation to literature in its various genres. This 
exploration was important in that it assisted the study to respond to the critical 
questions that guided this study.  To do this, the chapter identified the themes that 
emerged from the responses offered by the respondents, coded and categorised them 
for analysis. Lastly, the chapter provided a reflective evaluation in order to decide on 
the findings of this project in relation to its purpose.  
 
6.3 PROSPECTS FOR THE FUTURE 
This study showed that some teachers ‘trained’ in our universities are ill-equipped to 
deal with sensitive issues in multicultural classrooms based on the inadequate time 
(or lack thereof) provided for courses (where available) on multiculturalism or social 
difference (Renner, Price, Keene & Little, 2004).  As such, much work is needed to 
invest time and put in place programmes to equip teachers with skills and critical 
approaches necessary to address social issues in the classroom setting. Based on the 
findings of this research, many questions are raised and remain unanswered. 
Therefore, it is necessary to provide a list of recommendations for contemplation and 
future investigation of pedagogic practices in the teaching of literary art to teacher-
trainees in various levels of education. The suggestions for future research are 







My first recommendation recognises that this study was limited to investigating 
whether the teaching of literary art to teacher-trainees in two selected universities 
could be said to be preparing students with knowledge and pedagogic practices to 
empower learners with skills for social transformation. As such, the study 
acknowledges that more research is needed to investigate whether these students 
can apply the skills and knowledge they have acquired at university in their teaching 
of literary art to learners in schools.  
 
The second recommendation is that while this study was limited only to the pedagogic 
practices in the teaching of literary art at the selected universities, more research is 
needed to investigate how such pedagogic practices are implemented in other 
teacher-training institutions in line with the requirements of Curriculum and 
Assessment Policy Statement issued by the Department of Basic Education.  
 
The third recommendation refers to the need for further investigation into the type of 
literary curricula and syllabi for teacher-trainees in institutions of higher learning. This 
will assist curriculum specialists responsible for the selection of literary texts for 
secondary school learners. 
 
The fourth recommendation speaks to the need for a longitudinal study to investigate 
the effectiveness of the pedagogic practices in the teaching of literature to teacher-
trainees starting from the first-year of study through to the final-year in institutions of 
higher learning. 
 
The fifth recommendation refers to the need for further research to examine the 
effectiveness of the pedagogic practices in the teaching of literature at the school level 
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in order to add to the knowledge base regarding how teachers make use of literature 
to inculcate critical thinking skills to contribute to social transformation. 
 
The last recommendation suggests the need for English Education Disciplines in the 
Faculties of Education to consider the teaching of literary content as well as the 
pedagogic practices in the teaching of literature as two equally important components 
that should not be split between the academic English Department and English 
Education Discipline, in order to ensure that the acquisition of both content and 




Based on the above, the study argues that continuing the work that has begun through 
this research project is important. This will benefit, amongst others:   
 Lecturing staff in the English Education Discipline who are 
interested in instilling a sense of critical thinking and reasoning 
in teacher-trainees; 
 Lecturers in different education departments who are interested 
in developing critical literacy in teacher-trainees by engaging 
their knowledge on the role of teachers in society; 
 Teacher-trainees who are interested in the teaching of literature 
to learners in order to develop critical thinking skills, and 
 Curriculum designers who select literary texts to be taught in 
South African schools. 
 
Through their collaborative efforts, they can contribute significantly to the development 
of a society where men and women, children and adults, Blacks and Whites, South 




This study concludes by stating that much still needs to be done to get rid of the 
remnants of the Apartheid system and its impact on teaching and more specifically 
teaching literature at university level to make the learning experience more 
meaningful. It cannot happen at once, but a gradual change of heart and attitude can 
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APPENDIX E: INTERVIEW 1 
NTERVIEW TRANSCRIPT  
University in Gauteng 
 
An interview between the research (MT) and the Faculty of Education’s lecturing 
staff (LS) 
 
Date:  22 July 2019 
Time: 11:17 
Duration: 28 Minutes 
 
MT: Thank you for allowing me to have few questions with you regarding my research. 
As discussed earlier via an email regarding my research topic, I would like to ask 
you some few questions.  
LS: Okay, So how many questions have you got? 
MT: Actually I don’t have them; so they will just come as you respond.  
LS: Okay. Let’s start. 
MT:I understand that your education students are not doing the literature module with 
you within your Department but are doing it with the Department of English 
Studies?  
LS: Yes that’s right. 
MT: So how difficult or easy is it for you to assess them in terms of the methodology 
when you go to the schools to observe them during teaching practice? 
LS: It’s an interesting question. As an English Department they did not set the literature 
program up for education purposes, (although I have been in contact with them 
and several of the lecturers have indicated to me that the majority of students at 
undergraduate level are probably education students), so in a sense the English 
Department is providing information and knowledge about English but also 
intended for education students.  
The methodology situation is that we try to address concepts not narrowly focused 
on specific books because the books themselves that are taught at schools 
sometimes change over time. So, we do make reference to certain texts in our 
methodologies.  For example, at this point the text Disgrace (by MJ Coetzee) is 
taught as home language novel that is we make reference to in our methodology, 
Hamlet is also taught as a home language play and we make reference to that but 
we also make reference to Othello which is a previous home language play and 
we make reference to plays like Macbeth because it’s been taught for several 
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years at high school. We also make reference to poetry, a range of poems and 
some of them are taught in the English Department but some of them are not 
taught in the English Department, and we also make reference to broad concepts 
like the idea of teaching character. We locate character in a range of texts some 
of which aren’t taught at schools and some of which are taught at schools because 
we feel that ideas like character or setting or theme should be variable and the 
students should be able to take text or take ideas into texts that they have not 
taught or read before.  
 
My point is also that when I became a school teacher many years ago I did not 
know that I would one day be teaching JM Coetzee’s Disgrace  because  Disgrace 
hadn’t been written yet but we taught it when it was like finally prescribed in the 
late 90s if I remember correctly or early  2000 so some of the plays and some of 
the novels  and some of the poems are linked strongly to the teaching curriculum 
and some of them are additional texts and I would take the position that we need 
to have a broad  understanding of literature rather than a narrowly focused one. 
For that reason, just for an additional element in some cases, when we do micro 
lessons where students are preparing for school experience or teaching practice 
here they choose a range of texts for an example they do a play by John Conic 
(play or short story, I will remember it, …this mind is gone) which is taught as a 
first additional text and they often present the elements of it, or they present or 
teach short stories like the Suit by Can Themba. 
MT: What you seem to have highlighted here is actually what I want to understand the 
most, you say you don’t teach the students literature. So how do you assess 
them? 
LS: Yes 
MT: During their teaching practice, my understanding is that you go there with sort of 
an instrument which you use to assess them during the presentation? 
LS: Yes  
MT: How effective is that if you have not actually taught them? How sure are you that 
they are not actually reproducing what they’ve memorised during the lecture 
presentations in class? Because when you had taught them you would see or hear 
that this is my voice that is being represented by the student—so how do you 
manage that?   
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LS: Okay, I think there are some important points [in what you are saying]. Firstly, I 
think we need to differentiate PGCE students (which is a one-year programme) 
from the BEd students who are in a 4th year programme. They [the BEd students] 
do methodology [in their] second year, third year and fourth year. Second year is 
a generic methodology where they are not taught specifically but in third year and 
fourth year we see our students for a year in each case, and the information that 
we give them is actually quite well replicated in the schools.  
I will give you a specific example, one of the third-year classes that I teach 
addresses the issue of character and fiction, but I look at the issue of character in 
reality as well. So I give an example of Jesse Owen in1936, a Black American 
athlete, and I look at his achievements in a very short time like few minutes and 
look at certain quotes that he has about who he is and why he is the way he is. I 
also looked at other examples of character from fiction but those slides I put 
ONLINE. So, when I did teaching assessment in one school, one of my students 
had taken those slides, modified them slightly and taught a lesson using Jesse 
Owens who was an Olympic athlete and used this in 2016 when the Olympic 
Games were happening in Rio de Janeiro. So a very strong element of my class 
was presented in Queens High School in Bedford View area and my students do 
that, they take my presentations which I make available to them and, of course, I 
give them assignments.  
One of my interests in the recent two to three years is ecocriticism, and nobody in 
the English Department is addressing that topic.  So, I present my students with 
ecocriticism as a series of slides; a series of reading and an assessments; and I 
make reference to concepts in other classes thereafter. I also use world events as 
themes, so an example is a Jesse Owens world event of the Olympic games, I 
used the world event of the atomic bomb of 1945 and I make reference to specific 
aspects of it and I show the students how I would use that event to teach English 
because there are newspaper accounts, there are books about it and there are 
extension exercises. 
There are all sorts of dimensions to that, which I present to my students and say 
to them think about this, and they take the world event away and think about it, a 
typical world event for 2019 would be the moon landing because that thing also 
happened in 1969 that would be an example that I haven’t used before…, and of 
course in 2010 everybody talking about Soccer World Cup so I tend to direct my 
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students to look for world events and developing themes around those. And, of 
course, sometimes these world events don’t work for certain people. When you 
look at soccer it’s a national game but it tends to be male dominated, and not 
everybody likes it, but when you look at the moon landing that is a world event but 
there is also a science dimension to it and is 50 years old and some people think 
it’s old and unimportant. We have to look for things that work not just for me but 
for the students, and the students need to perhaps look at me as the model and 
extend that.  
MT: I see, and you raised a very good point here that of making use of world events 
as examples to show them how these could be useful in teaching English. 
LS: Yes. 
MT: I understand that at times you also want to make use of certain literal texts to 
show them how they can teach English, and I believe by English you are referring 
to English language 
LS: Oh yes 
MT: So, is that to suggest that in most cases you tend to make use of literature as the 
basis for language teaching? 
LS: When you say language are you talking about grammar and structure? 
MT:  Yes. 
LS: In the FET curriculum, that’s Grade 10, 11 and 12, it is required that we teach 
grammar or language structure, it is in the curriculum, that way I do actually prefer 
to have a slightly different approach. I like to teach language or grammar 
specifically and then have an application. So, I would want to say to people how 
we teach punctuation marks; what’s a full stop, what’s a dash, what’s a hyphen, 
what’s a comma, etc., and then look at a text where these are apparent and explain 
how these work here. So, I don’t like the idea of teaching the concepts in an 
abstract way. In other words, to say to students so today we gonna do punctuation 
then you teach punctuation and they never used it and never analysed it.   
MT: Yeah I see 
LS: I think the application must follow what they are doing in terms of learning. 
However, the FET level says that that’s not the case and what I do is to teach 
grammar using texts because that’s what the FET level wants, at senior phase 
level there is a specific thing where you say what are the parts of speech? You 
say define common nouns and you define proper nouns and collective nouns and 
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so on and then look at the application exercises. So, at senior phase it is a much 
more specific focused element, at the FET phase, it is a sort of integrated studies 
but there is another dimension as well, and we often forget this one. There is a 
written space as well and the use of writing, and a typical example is to get a diary 
entry and say to the students write a diary entry of a character in a literature text. 
So, you take a literature text and you elaborate or explain on it and you get a 
written response rather than just discussions    
MT: Oh I see.  
LS: And if you can get somebody to write a diary entry, you are also engaging at some 
level with a creative impulse because the person has to imagine themselves being 
somebody else, and that is an important point.  And the other thing that I think is 
important is that there’s a listening and speaking dimension as well which includes 
discussion and debates or even if you have to present a speech, a presentational 
speech, you could do it on a literature character,  you could do it on a theme. When 
you do prepared and unprepared reading you are almost always working with 
literature not exclusively literary texts, because some people do prepared or 
unprepared reading with magazine articles and some things like that and more 
often it’s from a novel. 
MT: Ok and then,  when you look at their knowledge, is it more strong on the 
understanding of the concepts in literature or on the aspects of the features of 
literature like as you were saying the plots, the characters, the setting and all those 
kind of things? In other words, rather than simply being able to tell the most 
obvious, are they able to identify the critical issues that are being raised in a 
specific text? 
LS: I think that they are. As I give a specific example when I work with ecocriticism I 
have had very positive responses from students who haven’t encountered this 
theory before, there’s something that the English Department tends not to teach, 
not that they don’t like it, it’s simply something they have not pursued.  So, I heard 
students saying this is very interesting and they get into readings they do 
interesting response, very critically engaged in valid response and, of cause, I 
locate this ecocriticism in a lived experience where I say what’s the big deal about 
the environment, we look at the droughts in Cape Town, look at the floods that 
happened in KZN, look at the inner Johannesburg city decay.  
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This is not abstraction this is stuff that we are living in and located in the South 
African space and I make it broader than that and I discuss with them the issues 
of global warming, whether Donald Trump’s position which is that it is happening 
is valid or whether other people’s positions are valid, and what does this mean for 
the industry, what does it mean for productivity. so I take the concepts into a very 
broad space, Southern African space and then broader than South African, global 
space, and I then take it back to literature so I will look at a novel like Welcome to 
Our Hillbrow just in one presentation and I would say to them we have in that novel 
a debate between the values of the world versus those of a city, both urban and 
rural environment are eco-equitable space.  I look at Bessie Head’s Maru, in that 
environment we look at it from the eco-feminist perspective and I say we have 
attitudes to women that are in conflict with traditions and the attitudes of support 
or disapproval of Black, White, etc., there are a ratio of categories, and we explore 
those things.  
I think it’s important that before we talk about ecocriticism one finds that in a broad 
way then brings it down to a specific examples and neither of these two novels 
Welcome to our Hillbrow or Maru are taught as far as I know they are not taught 
by the English Department.  And I also talk about JM Coetzee’s Life and times of 
Michael K because Michael K is a gardener, we explore the concepts of gardening. 
Because gardening is something that binds us to things like plants and nature but 
we are also shaping plants in nature, gardeners don’t just let plants grow they cut 
them and they push them and they put that one here and one there so we 
manipulate nature but we are also working with nature. So there is an interesting 
relationship that exists in that novel  and none of my students have heard of these 
books, they haven’t heard of  Life and times of Michael K, they haven’t heard of 
Maru , they haven’t  heard of Welcome to our Hillbrow,   which is disturbing 
because it’s all part of Southern African work.  
MT: You are making a very important point especially if you also bring that back to our 
immediate environment, but I would like to understand as far as that is concern 
the issues to do with South Africa as well as literally curriculum in South Africa. It 
is my understanding that curriculum is also designed with an idea of wanting to 
address at times certain socio-political issues. How is that emphasised in the 
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teaching of literature, say in the English Department because you are not there 
and how do you see that our students are able to understand the realities that are 
taking place in South Africa so as to enable them, when they move to schools, to 
bring about some kind of an awareness to their learners so that they grow with full 
understanding of what exist around them and beyond their immediate 
environment?   
LS: I think that is a very important question, I can answer it this way in the early classes 
I have with my students when I first see them in methodologies, I draw their 
attention to certain elements of the curriculum document and one of the things that 
I talk about is social justice and the other one that I talk about is human rights and 
I give them some historical background and some theoretical background on the 
work of people like John Rhodes, for example, but I also talk about the human 
rights issue  and make a point that the universal declaration of human rights was 
made by the United Nations in 1948, exactly the same time as Apartheid [was 
introduced].  So South Africa went exactly the wrong direction in 1948 and I make 
a point that there is a transformative element to the curriculum because there is a 
history of injustice in South Africa for many years and the modern curriculum is 
addressing that overtly, because it is written in there. It says this is what we want 
to do.  So I see the teaching of literature as a citizenship type of a thing, broadly 
speaking, and, as a result, I direct my students firstly to the curriculum document 
and secondly I get them to ask questions. The most important thing for me is that 
the students need to recognise that their learning is not sufficient because they do 
four years of learning they will have to continue to study and read because in my 
case there were books that were not written yet that I ended up teaching them, 
books that are gonna be written in the next ten years which they don’t study. So, I 
have to arm them with curiosity and I don’t know how successful I am.  I do think 
that the English Department is doing a good job, I have discussed with students 
and with my colleagues from time to time the various issues in our society and the 
way texts are addressing them and all the listening skills.  I do not locate learning 
in a sort of formalist space which was sort of a traditional Cambridge schools.  I 
think the Cambridge school of which is something that is valuable made us focus 
on the text and analyse the text as the important thing. But I don’t subscribe to 
formalism which deals with the text, which is sort of removed from society. I see 
the text as connected to society and therefore when we look at a book we are 
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asking questions about a book in a social space, either the space from which it is 
derived, for example, if one reads A Story of An African Farm that is sort of a late 
Victorian South African book written by a woman, one can  look at that or one can 
look at  Welcome to Our Hillbrow,  which (is a sort of late 20th Century or  late 21st 
century, I don’t remember when it was published, I can’t remember the year  or in  
the late 90s or   it could have been early 2000s but it’s) a fairly recent book 
addressing  Southern  African issues and it is written by a guy and it includes 
issues of gender and  so on.  There are some dimensions interesting because that 
is a sort of identity issue that is foregrounded in our modern society. So these are 
things to consider and, of cause, we don’t have final answers and that is the 
important point to do with the books that we teach and the possibilities of debates 
that can provide temporary answers.  
MT: it’s true 
LS: We have a sort of a transient understanding and in five years’ time we might no 
longer be reading the same books, we will read something else and with different 
concerns. The important thing is for teachers to work with provisional knowledge 
or provisional understanding which will be valuable but might not be in twenty 
years’ time.  
MT: Talking about concerns, I understand the curriculum that you are talking about 
right now, the statement that informs the teaching of literature is written 
somewhere around 2011. 
LS: That is when it was written.  
MT: And my understanding is soon after that many things in South Africa took place 
with the example being a call for decolonising the curriculum. Is there still any 
relevance in the curriculum statement versus what the country is supposed to 
do?   
LS:  I think that there are several points, I think one of them is that the notion of what 
decolonisation is, is still being discussed. Everybody that I have heard speaking 
about decolonisation has quoted people like Frantz Fanon, Edward Said, Spivak, 
Homi Bhabha and Boehmer, so those are the names that I hear over and over 
again, and they are not theorists that emerged after 2011 all of those writers are 
actually in the post-colonial space and post colonialism I think is used to inform 
notions to decolonise. So for me the decolonisation discussion is located in an 
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earlier discussion, and I think that linked to it are more recent emergencies, the 
emergence of more recent things like (I don’t know if it’s the right term but it might 
be a term) identity politics or identity issues, and I also think that there is a strongly 
economic based-concern at times.  
I think it is to do with disempowerments, economic disempowerment as well as 
notions of power, and all of these are located in those theorists that I’ve mentioned 
before, so for me having read all of these people some years ago, and sort of 
keeping up to date up to a point with some of those discussions. I think that it might 
be a more radical argument and I think that at times it becomes a political 
argument rather than a literary argument or an academic one. For me what is 
interesting is that there is still a call for the decolonisation but that move seems in 
recent months to have been supplanted by fourth industrial revolution issues,  and 
this seems to be an issue that is more foregrounded this year anyway, maybe 
towards the end of last year that is a sort of a broad matter but if we look at the 
curriculum documents there are those statements that I’ve mentioned before 
about social injustice and human rights whether that was conceptualised before 
or after the  sort of students’ fees must fall activism.  
The clearer call for decolonisation doesn’t in itself remove those values because 
I’m sure that even if we have a curriculum that is, so to speak, totally decolonised 
(whatever that means I’m not even exactly sure because no one has ever looked 
at me with the definition that everybody seems to accept) I’m sure that what is 
located within the space will be ideas with social justice and human rights. I can’t 
imagine a decolonised world in which human rights are sort of just tossed out. Now 
there might be a particular understanding with human rights, which I would not 
explore speculatively here. I think there might be something foregrounded about 
land because the land seems to be strongly at the centre of the debate but for me 
the literature dimension is gonna still strongly be informed by post-colonial  
theorists, possibly with the sort of political twist.  
The difficulty though is there is also a kind of positioning that seems to want to 
have a disruptive effect and a breaking away so there is this idea that 
decolonisation means moving away from the influence of the West, and if that is 
the case there is a problem with the understanding of what English is because if 
you talk about teaching English  and teaching  English literature, we find ourselves 
at a certain point saying at what point  do we move away from the West, and how 
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because if we can move away from the West then maybe we  have to get rid of  
English completely and I don’t know if that is practical and if we don’t give away 
English completely what  vestiges of English literature that will remain that are 
English as from England, the other problem of course is the West is actually not 
one place either physically or conceptually. I mean located in the West we have 
the  sorts  of people like Karl Marx  who is the voice that reflects the point of 
difference with other Western thinkers and this could be argued  that someone like 
Frantz Fanon is  of the West who was born in Mali and he studied in France I think 
at the university of Leon so he is not a detached individual he is embedded  in a  
particularly disciplinary process, so are the other people, like Spivak who  worked 
at the University of Columbia  for years, and Edward Said was at the University of 
Columbia  and, of course, one can be at the University of Columbia and still critique  
Columbia but these are actually in many ways  Western voices as well, critiquing 
the West. It’s a very complicated space if one wants to engage in that debate 
because one is left saying who represent what and in what way so for me in a 
simple way I think we have to accept that there isn’t one answer but my 
perspective would be this we need to focus on broad issues like social justice and 
human rights and we must introduce and foreground African writings of Southern 
African writers.   
I would share with you that I studied my initial studies in the 1970s at Wits 
University and that there was only one African book that we studied in English that 
was Things Fall Apart by Chinua Achebe there was not one South African author. 
There was one African author representing the continent and we were lectured by 
a white woman about this black Nigerian author.  So that was quite strange in a 
way so that in itself is not acceptable because there are voices in the works of 
many people that are worth studying so I am absolutely in favour of Southern 
African writers being represented and that bothers me a little because  at the 
moment  when one looks at, shall we say,  the English Home Language curriculum 
in Grade 12 we have two novels for matric and neither of them is the Southern 
African writer, in First Additional Language they have two novels and one is the 
Southern African writer which Allan Paton’s Cry My Beloved Country,  and then 
grade 10 have  Sindiwe Magona’s  Mother to Mother  which I would say is a good 
choice and I think  Allan Paton’s books has great significance.  
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I think people like  Bessie Head had special space because she is a Black woman 
writer and so there’s  this interesting discussion that goes on about and, of course, 
is Ngugi wa Thiong`o about Decolonising the Mind and his other works, like  Wole 
Sonyika, with Aykwei Amah, the great Ghanaian writer, but the question is how do 
we connect the sort of English tradition with the English modernist  and so if you 
are going to have a curriculum called English that is recognisable in the world we 
probably have to have  some stuff that is traditional from the world but it must also 
include  stuff that is not traditional something that is modern something that is 
South African I think that if we can have a black South African woman author  that 
is interesting transformative but the difficulty is what would you include, what would 
you reject and why because we cannot study every book or study one book 
forever.   
MT: Yeah it’s true. 
LS: So there is a selection process, and is the selection process is to be made on the 
basis of old traditions which might add certain values or is to be made on modern 
judgements and if you exclude choice because its old if you exclude Shakespeare 
because he is a white male how does this English connect to the West of the world 
bearing in mind that Shakespeare is studied in places like Russia  














APPENDIX F: INTERVIEW 2 
INTERVIEW TRANSCRIPT 
University in Limpopo 
An interview between the researcher (MT) and the Faculty of Education’s 
lecturing staff (Mr. X) at the University of Limpopo. 
 
Date:  15 July 2019 
Time:  12: 33 
Duration:  19 Minutes 
 
 
MT: Firstly, I would like to appreciate your time to give me this interview. I have already 
sent you Ethical Clearance, my research topic and a summary of my research 
focus. I hope you have had time to look at it. 
Mr.X. Yes, I did. I found it quite stimulating. 
MT: Thanks for that. Well, I don’t have prepared questions for you, they will come as 
we proceed. 
Mr. X: Sure, we can start. 
MT: Are you involved both in the teaching and assessing of students during their 
teaching practice period. 
Mr X: Yes, here we do both.     
MT: So, you are saying that you teach and then evaluate at the same time as in the 
same Department unlike handing over the teaching of the content to the 
Department of English Studies? 
Mr X:  No we do everything, we have like in this case methodology, a colleague who 
teaches methodology and I teach content. 
MT: Ok. So you teach content for literature then he comes with methodology? 
Mr X: It’s not literature 
MT: So it’s language 
Mr X: Yes, its English language, and it includes both language and literature 
MT: Ok. And then it comes with... 
Mr X: …And teaching methodologies. 
MT: Ok.  That is interesting 
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Mr X: Yes  
MT: But then when you go and evaluate them in terms of the method which you did 
not teach, what are you looking for because you never taught it since you taught 
the content 
Mr X: You mean during  ( teaching) practice 
MT:  Yes 
Mr X: We have instruments that we commonly use 
MT: Ok. 
Mr X: So, it’s easy to evaluate, when you evaluate we have common understanding 
for the things we should look for 
MT: Ok. But then as a lecturer teaching them literature how do you see their responses 
to most of the texts that you prescribe for them 
Mr X:  Aah… it depends because we keep on changing the texts that we prescribe 
MT:  Ok. 
Mr X: Aah mhm because now we are ushering the new curriculum and it brings in a 
lot of changes so we are bound to change to the requirements of the new 
curriculum. 
MT: Ok and then it is part.... Is it a response to the demand for decolonising education 
or its just... 
Mr X: I guess so, when I look at it, they try to bring about some specialization because 
for an example, they say first year we … introduce them to everything, short 
stories, novel and poetry 
MT: Ok 
Mr X: As they move on to the second year, you find out that, for an example,  in English 
literature we do short stories 
MT: Ok  
Mr X: And then third year we do poems and then fourth year we do drama, something 
like that. 
MT: Ok 
Mr X: So that at the end of it all…. 
MT: ….They have done all the genres 




MT: But then tell me something here, with regard to the texts that you use I noticed 
that you've got one American novel and then almost nothing from the African 
continent 
Mr X: Ok, it’s because they do African novels in third year 
MT: Ok, in the final year they don't do it? 
Mr X: Because we have so much little time, you can't do I mean, Ok. I know that they 
do African first year, second year and third year. 
MT: Ok final year you believe that they have covered most of it? 
Mr X: Ja. 
MT: Ok. 
Mr X: We like to introduce to them something. They do African novels third year both 
semesters. 
MT: Ok. 
Mr X: I'm not sure what they are doing second semester this year. 
MT: I see… 
Mr X: But first year yes they also do African novels and then, second year they do 
more of Shakespeare. I am not teaching them so I'm not sure of what novel they 
do. 
MT: But then given that these are final year students and then with the understanding 
that they are going to teach let’s say next year if they complete.  Are the texts in 
line with the curriculum for the schools where you will say because the school is 
teaching them Macbeth now, is it not necessary for you to include Macbeth so 
as to create that link? 
Mr X: What we do when they come here straight from high schools, the texts that we 
prescribe in first year are mostly the ones that they've done at school. 
MT: Ok I see. 
Mr X: And we move away as we progress because we cannot just teach them to teach 
Macbeth . 
MT: Ok then the other thing I want to understand, you talked about moving into a new 
curriculum. Was there anything wrong with the previous curriculum that made 
you want to move to a new one? 
Mr X: I don't know because I arrived here last year, so I found them in the process of 





Mr X: Trying to be in line with what everybody does. I think so. 
MT: Ok and then, that takes us to the next question because if they are moving, it 
means they are trying something new? 
Mr X: Yes. 
MT : It is my understanding that, the new curriculum should be seen as trying to 
address that which the previous perhaps could not address or ignored like just to 
give an example, if the texts that were prescribed at the time focused more on 
Europe and Africa as a continent but with very little focus on South African 
context. Then, there is need to want to bring something to do with it South Africa. 
What do you think? 
Mr X: Sometimes they try to find some balance with regards to this. At the end of the 
fourth year the students shall be exposed various literatures of the world. 
MT: If that becomes the case then, would you say the influence of this decolonising of 
the curriculum must have added the impact on how the University must change 
the focus in terms of ensuring that South Africa becomes more of a focal point in 
terms of introducing students to the things that are happening around them so as 
to also help them when they get to the classroom context to relate the everyday 
experiences of the learners to what is happening in the novel? 
Mr X: I don't think decolonising as a reason because when I look at old curriculum it 
was basically South African material. 
MT: Ok 
Mr X: Well I don't think that was the issue 
MT: Ok, I see. 
Mr X: I think we would rather say there was an over emphasis on South African content 
MT: Ok, I think the approach is different. 
Mr X: Yes 
MT: Because others would not have put more emphasis on that which is external to 
South Africa and Africa as a whole.  
Mr X: Yeah because I think, when I look at the old curriculum from first year it was 




Mr X: You would see some Shakespeare here and there, some European, actually the 
novel that you saw that I prescribed for the fourth years I think it’s the first 
European or non-African novel that they are doing. 
MT: I see. 
Mr X: All they have been doing is African and South African. That one is the first 
American novel. 
MT: Oh, that's really interesting  
Mr X: So, I just wanted to give them a feel of something else. 
MT: Ok I understand, I think it makes a lot of sense. If you don't mind, is it possible to 
get your study material in the form of study guide or whatever you may call it 
because I want to see what could have been the main objectives of teaching 
literature in your Department... because I am doing this in relation to the University 
in Gauteng’s English Education Department, just to see how they differ because I 
believe the objectives will also guide you in terms of your teaching methodology.  
Mr X: No problem, I will make that available for you. 
MT: Thank you very much for your time.  
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